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Abstract

An action research project to promote a 21st-century adult learning environment in a Phase 1
military training unit

By Jill Matterface

This study, an action research project to promote a 21st-century adult learning environment in a
Phase 1 military training unit, encompasses a Reconnaissance Phase and one extended action
research cycle. During the reconnaissance phase, the data collected from an online questionnaire
of 360 cadets indicated there where three principal barriers to an andragogical approach: how the
cadets were taught, what they were taught and their relationship with the instructors. These
findings were verified through a draw and write exercise and a subsequent focus group of a
stratified sample of 20 cadets.

The first action research cycle focused on a cohort of six instructors undertaking initial
training. The data collected from a draw and write exercise and semi-structured interviews
indicated that the skills identified were not aligned with those required for the successful
implementation of an adult learning environment. The data appeared to suggest that an
individual's educational journey and time served in the Armed Forces influence their
epistemological and pedagogical belief system.

The intervention aimed to allow the pre-service instructors to explore their belief
systems. The data collected in this session indicated that it is possible to influence an individual's
pedagogical and epistemological beliefs by exploring biases and inconsistencies. During the
session, the instructors highlighted areas for improvement in their training. Using a combination
of this data and literature, | created a framework illustrating the knowledge and skills required to

foster an adult learning environment.



| chose to extend the first research cycle and continue to work with the existing cohort of
instructors. This phase of the research took place, three months after the instructors had begun
their new roles. The intention was to see whether their views on the instructor's role and an adult
learning environment had changed after a term in the role of an instructor. The data gathered
indicated that these views had become more complex: the participants used the instructor
knowledge and skills framework to identify the areas in which they felt underprepared. | updated
the framework to reflect their comments and had it peer-reviewed by a stratified sample of
experienced instructors.

This research indicates that the promotion of a 21st-century adult learning environment in
a Phase 1 military unit will require changes across multiple domains, including improving
knowledge management and cadet-instructor relationships, upskilling instructors, adjusting the
curriculum, and staffing structures and reviewing operating procedures. To help navigate this
process, | articulated my findings through the lens of Kotter's (1996) eight-step change process,
adapted to illustrate the eight steps that | would recommend the college undertake to promote an

adult learning environment.
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Chapter 1 — Context

This chapter aims to introduce you to the author, the context in which this research took place,

key terminology, and the report's structure.

1.1 Introduction

In January 2018, whilst selecting my thesis topic, | accepted a job as an educational consultant
at a military educational establishment on a newly formed team working on Project Mercury,
with the remit to review the establishment’s organisational culture, course content and pedagogy
and implement the recommendations. My area of responsibility was to design and implement a
learning strategy which the senior leadership had requested should incorporate Outcome-Based
Education (OBE). OBE requires that the curriculum, instruction, and assessment should focus on
the knowledge, competence and qualities needed by the cadets to be productive in the next stage
of their training or work (Spady, 1994). OBE represents a paradigm shift from the current,
didactic, teacher-centred approach.

Under the existing model, cadets must attend all lessons, irrespective of their prior
experience. This mix of backgrounds often results in complex lesson dynamics; for example,
instructors regularly require cadets who have never held a weapon to reach the same standard,
within the same time frame, as a peer with ten years of experience. To successfully implement
OBE, I would have to dismantle this process and design a framework that allowed the instructors
to create bespoke learning pathways for all cadets, regardless of their age, academic background,

Or previous experience.



1.2 Initial research questions

Below are the initial research questions which | set at the start of the action research process. As
| analysed the data, additional questions emerged organically. | have recorded these further
questions at the point in the research process at which they materialised. The research questions
below apply to the reconnaissance phase.

1. At present, is there an adult learning environment at the college?

2. What barriers, if any, are currently in place to stop the cadets learning as they report they
want to learn?

3. If necessary, how do I begin to remove these barriers to promote an adult learning

environment?

1.3 Thesis structure

One of the most complex elements of this doctorate has been structuring the thesis. Herr and
Anderson (2005) described the process of action research as designing a plane while flying it;
when | came across this description, | immediately identified with it — it succinctly summed up
my experience. | lived in a constant state of flux, with changing fields, questions, and priorities
(Lewis, 2007). Much of the process felt like torment but there were elements of delight when |
made a discovery or concluded, and a number of these were interlinked.

To record this experience in the format of a standard research report would feel
inauthentic and fail to capture the process as it unfolded and the messiness that it entailed
(Harris, 2010). The standard structure of a formal thesis comprises defined sections providing
information on methodology, findings, discussion, and conclusion following a traditional model
and written in the third person. This format does not lend itself to illustrating the cyclical,

emancipatory, collaborative (Kemmis & McTaggart,1988; Lewis, 2007) and participatory



(Holter & Frabutt, 2012; Mills, 2011) nature of action research. At each stage of the action
research cycle, considerations arose relating to data collection, analysis, and reflection, and | felt
compelled to record these in a style that reflected this iterative approach. I have, therefore,
chosen to present this thesis in a way that reflects how the research unfolded, adopting Levin and
Martin's (2008) gradual learning approach. This approach conveys the incremental nature of
learning in action research, identifying significant incidents, lessons learnt, and actions taken.
This gradual learning approach allowed me to shift from a traditional linear approach to a
cyclical spiral of reflection that creates new conceptual insights (Harris, 2010).

| looked to the literature to find a template in which I could order my thoughts, allowing
an authentic but coherent narrative. Authors including Phillips and Pugh (2005) offered elaborate
alternative thesis structures (Murray, 2002) that provided support but did not accommodate
personal involvement or the use of the first person (McNiff, 2007). McNiff (2007) offered an
alternative structure aligned with my constructivist positioning (Creswell, 2013) which uses the
action plan questions to structure an action research report (McNiff & Whithead, 2005). As |
began to place report sections under these questions, | found that my writing gained clarity and

structure. These questions, thus, formed the backbone for the design of this report.

1.4 Terminology

Before elaborating on the professional context of this study, it is essential to clarify the terms

used throughout this report.

Phase 1 training
Military training is divided into three phases: Phase 1 introduces individuals to military life so
that they can perform in a variety of unfamiliar, stressful, and often dangerous military situations

(The Defence Committee, 2005). It aims to "inculcate an understanding of the Armed Forces and
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the demands they place on the individual [...] developing, on an ongoing basis, mentally and
physically robust individuals who have the flexibility to cope with the range of challenges they
may face" (The Defence Committee, 2005, p.55).

Each of the three-Armed Forces conducts its own Phase 1 training, which varies in length
between 10 and 44 weeks. The RAF operates two types of Phase 1 training, taught at separate
military colleges known as "Phase 1 training units". Recruits joining the non-commissioned
ranks complete a 10-week Phase 1 course, while those joining as a Commissioned Officers
undertake 24 weeks of training. Upon completion of Phase 1 training, recruits’ transition to
Phase 2, which introduces them to the foundational skills of their area; for example, a pilot
would learn to fly a training aircraft during Phase 2 training. When they reach Phase 3, they learn
to fly a combat aircraft and transition to a frontline squadron. | have chosen to conceal the name
of the educational establishment but, for the ease of the reader, from this point onwards, | will

refer to it as "the College”.

Instructor

Throughout this report, | will use the term ‘instructor’, as used by the college to describe its
teaching staff. The Ministry of Defence (MoD) rebranded the term ‘instructor’ to ‘Defence
Trainer’ in 2013, but the college is yet to transition with its terminology. Instructors at the
college were specialists in a military field (for example, intelligence) who were taking a
sabbatical from their primary role to teach at the college. Each of the Armed Forces has
educational specialists, known as ‘Training Officers’, whose professional role is to advise on

education and training. Apart from myself, Training Officers do not feature in this research.



Cadet

The term ‘cadet’ refers to the students residing at the college. While undertaking the course,
cadets hold the rank of Officer Cadet and are called by their rank and surname (for example,
Officer Cadet Matterface). In informal conversations, instructors and cadets shorten this to

“cadet”.

Adult learning environment
This section will explore some of the critical theories and seminal texts relating to adult learning
and contextualise them to the college.
What is a learning environment?
Definitions of a "learning environment" are many and varied but the description most relevant to
this research relates to the diverse physical locations, contexts and cultures in which cadets learn
(The Glossary of Education Reform, 2013). As discussed previously, my initial research topic
explored beliefs, perceptions, and intentions around the use of online learning in a military
educational setting. Through this short exploration, | uncovered my prejudices of what | thought
of as a learning environment: | had placed a heavy internal weighting on physical and
technological components rather than the broader and, at times, less tangible elements of culture
and strategy. As a result of this reflection, | set out to find a framework for an all-encompassing
learning environment. The model that | felt offered the most holistic view of the components of a
learning environment was Bates’ (2014) model (refer to figure 2) of a learning environment from
a teacher's perspective.

I was drawn to this model as it acknowledged the elements of a learning environment
over which a teacher has no control but must consider, such as learner characteristics, it also

acknowledges the importance of culture which, for me, is critical. Culture is notoriously hard to



define, as seen in the Merriam-Webster dictionary, which includes six definitions of culture, the
most relevant of which in this context is “the customary beliefs, social forms, and material traits
of a racial, religious, or social group” (Merriam-Webster, 2020). The culture in a military
educational setting is unlike anywhere else, due to its hierarchical organisational structure, rules
(Redmond et al., 2015) and the unique nature of its training: preparing cadets to bear arms and

lay down their lives if required.

Figure 2 — Bates (2014) Model of a learning environment from a teacher's perspective.

What is an adult learning environment?

Defining adult learning has preoccupied scholars and practitioners since the founding of adult
education as a professional field in the 1920s (Merriam & Gernier, 2019). Yet, to date, there is
still not a universally accepted, definitive answer, theory or model that thoroughly explains how
adults learn. Instead, a patchwork of theories, principles and models has developed, which

together illustrate the diversity of research around adult learning. Initial investigations of adult



education focused on proving whether adults could learn. As a result, such research was often
behaviouristic in design (Merriam & Gernier, 2019). They deduced insights from extrapolating
the results from research with children or placing adults in the same conditions as children. Once
researchers had established that adults could learn, a paradigm shift took place, distinguishing
learning in childhood from learning as an adult.

The literature on adult learning refers to three types of learning environments:
pedagogical, andragogical and heutagogical. In pedagogical settings, individuals rely on the
teacher to design the complete learning journey and determine what knowledge is required, how
they should learn it, and whether it has been learnt (Knowles, 1980). A pedagogical environment
places a low value on the cadet's previous life experiences, focusing on transmittal techniques,
such as lectures, assigned readings and presentations (Knowles, 1980). A pedagogical approach
assumes that a cadet will only learn if knowledge is controlled and introduced at specific stages
or ages and that cadets' are motivated to learn by external pressures such as fear of failure. This
external motivation allows educators to coerce cadets to conform (Knowles, 1980).

In contrast, in andragogical or adult centred approaches, the teacher is a guide. There is
an underlying assumption that adult learners have a "deep psychological need to be self-
directing” (Knowles, 1980, p.43). An andragogical environment acknowledges knowledge
acquired outside the classroom, enabling cadets to synthesise information from previous
experiences with concepts to which they relate, accelerating the learning process. This approach
assumes that a cadet must understand the material to complete a job or task. This need drives the
teacher to emphasise what the learner needs to know (Knowles, 1980), linking the requirement to
learn to the cadet's reasons for undertaking the learning. In an andragogical approach, knowledge

gained should be timely and relate directly to the cadet's life. This approach is fostered by mutual



respect between both parties, creating a climate of mutual trust and an atmosphere of
collaboration and psychological safety (Merriam & Bierema, 2014).

Knowles concept of Andragogy is one of the most widely cited within adult learning
literature (Jarvis, 2012; Savicevic, 2008). He originally proposed four assumptions of how adults
learn, but he added a fifth and sixth (Knowles, 1984). He advocated for these assumptions to act
as foundations when designing educational programs for adults. Although his work gained
prominence in the field, it has been criticised (Youde 2018). Brookfield (1986) and Hartee
(1984) argue that there is a lack of empirical evidence to support his assumptions, whilst others
say that Knowles provides a premise to explore adult learning and not a theory, nor does it
consider how learning occurs (Jarvis, 2012; Grace, 1996). Hartree (1984) observed that it was
not clear whether Knowles had presented a theory of learning or teaching theory.

The literature highlighted several concerns which relate to this research. First, Knowles
concept of Andragogy assumes that the students have a bank of experience accumulated over
their lifetime and can apply it to lessons (McGrath, 2009). This assumption may not be the case
for 10T as students may not have previous experience in areas unique to the military, such as
firing a weapon. However, Knowles acknowledged this failure in his later works by noting that
pedagogical strategy is appropriate, at least as a starting point, when entering a content area with
which an individual is less familiar (Knowles et al., 1998).

Lee (2003) and Alfred (2000) argued that Knowles assumptions overgeneralised the
characteristics of a group of learners as those of all adult learners. Therefore, it effectively
silenced and marginalised various social groups. The student population on 1OT is so diverse that
over generalising could disadvantage a large proportion of students. Knowles vision of

Andragogy also presents the individual learner as autonomous, free and growth orientated



(McGrath, 2009). However, a member of the Armed Forces, regardless of rank, will never be
truly independent. As a student, IOT makes this very clear due to the overt hierarchical rank
structure imposed by the instructors. A further criticism is that Knowles assumptions focus on
the individual learner, and the sociohistorical context in which learning takes place is not
acknowledged (Grace, 1996; Pearson & Podeschi, 1997;). Linked to this, Grace (1996)
highlighted that Knowle's assumptions showed a lack of social consideration and viewed the
adult learner and the educational process in which they are participating in isolation, ignoring
constraints of social structure (Jarvis, 1985). Therefore, Therefore, | must consider the unique
sociohistorical and cultural lens of IOT and the armed forces as they dominate cadets' behaviours
while at the College and beyond.

A third, commonly referenced learning strategy is heutagogy, defined by Hase and
Kenyon (2007) as the study of self-determined learning. This approach applies a holistic
approach to developing learner capabilities, with learning seen as an active and proactive process
and learners as "the major agent in their learning, which occurs due to personal experiences"
(Hase & Kenyon, 2007 p.112). In heutagogy, the instructor facilitates the learning process by
providing guidance and resources but entirely relinquishes ownership of the learning path and
strategy to the learner, who negotiates what will be studied and how (Eberle, 2009).

As members of the Armed Forces are increasingly required to creatively apply skills and
competencies to new situations in an ever-changing, complex world (Blaschke, 2012), it could be
argued that neither pedagogical nor andragogical educational methods are sufficient to prepare
military learners to thrive. A more self-directed and self-determined approach is advisable
(Peters, 2001). While it may be logical to define a 21st-century military adult learning

environment in line with heutagogy, | need to account for the unique cultural and safety



constraints. | must also acknowledge the number of high-risk activities in which cadets at the
College participate, for example, learning to fire weapons. Therefore, it would be naive to
assume that all lessons could adopt a genuinely autonomous approach.

Given the above, | have chosen to define an adult learning environment as an all-
encompassing environment (Bates, 2014) underpinned by an andragogical, teacher-directed to
cadet-directed continuum which uses Knowles (1984) model as a framework for practice, rather
than a process of adult learning (Taylor & Laros, 2014). It is essential to be flexible when
applying the Andragogical model, and the context drives the teaching and learning strategies to
be adopted (Knowles, 1984). It should be an environment where all cadets must feel accepted,
respected, and supported (Knowles, 1980). Where appropriate, learners should be involved in as
many aspects and decisions as possible (Houle, 1996). The ideal would be that all lessons are
self-directed using OBE, but this is likely a long-term aspiration given the hypothesised starting

point.

1.5 The educational establishment

The college offers a portfolio of residential courses, but this research solely focuses on Initial
Officer Training (I0T) which qualifies individuals as Commissioned Officers. The cadets spend
24 weeks undertaking lessons in a wide range of subjects, including leadership, teamwork,
written and verbal communication, and air and space power studies (Royal Air Force, 2017).
They eat, sleep and train together on-site, and are graded on their academic ability, physical and
mental robustness, moral courage, and ability to live in austere conditions and lead and manage a
team. The IOT course consists of three eight-week terms. The first focuses on military skills,
such as firing a rifle and living in field conditions; the second focuses on military academic

subjects and advanced leadership theory, and the third term prepares the cadets for transition into
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military life as a Commissioned Officer. A maximum of 120 cadets are admitted to each course
and three courses are in residence at any one time. The lessons are taught by serving military
personnel, civil servants, university lecturers and specialist contractors, while pastoral and duty-
of-care responsibilities are undertaken by military staff. The IOT course is categorised as Higher
Education as, on graduation, the cadets are awarded a Chartered Management Institute (Level 5)
Diploma in leadership and management. However, unique to the military, they are also granted a
Queen's Commission, corresponding military rank, and transition into the military as officers. As
well as cadets commissioned by the UK Armed Forces, the college trains international military
cadets from 28 other nations who, after graduation, return to their own countries to serve in their

respective Armed Forces.

1.6 The dual purpose of this research

The inspiration to undertake this research arose from two interwoven experiences. The first was
my own experience of completing the IOT course as a cadet: | did not enjoy the experience and,
11 years later, | still believe that undertaking the training harmed me both professionally and
personally. | was 24 years old when | started 10T, two years older than the average cadet. |
studied Physical Education at university, and on completion of my degree, | taught for two years
in a secondary school. Before joining the RAF, | was an independent young professional.
According to my RAF recruitment interview feedback, | successfully demonstrated confidence
and leadership qualities; yet, on enrolment, it seemed to me that the RAF stripped me of these. |
felt discouraged and punished for thinking freely or displaying any autonomy, independence or
personality. For example, | was ordered not to use PowerPoint to give a presentation: as | had not
completed the IOT PowerPoint lesson, | was not qualified to use it. When | tried to explain that |

had been a teacher, the staff gave no credit to my previous knowledge.
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| was encouraged to rebuild my persona and suppress the knowledge and skills 1 had
gained previously. This process is often referred to in military circles as breaking a civilian down
to recreate them as a soldier; in psychology, it is known as attack therapy. | felt that staff
infantilised my fellow cadets and myself; the course appeared to have an underpinning parent-
child pedagogy (Knowles, 1980). This approach was alien to me, as my secondary school and
my university had fostered an andragogical, independent, lifelong learning approach. Even the
school I had taught in, which was renowned for its poor pupil behaviour and lack of resources,
encouraged an open and supportive adult learning environment for both pupils and staff.

At the time, | felt that 10T should have helped me understand my position within the
organisation and profession that | was joining. Instead, having to rote-learn technical information
with no background, supporting material or context was both confusing and frustrating. | failed
several crucial exams as I struggled to grasp technical concepts taught in an alien and often
intimidating environment. Questions were discouraged, as was independent thinking, and the
staff punished any display of creativity or innovation. For example, one of the exams involved a
form of leadership problem-solving but required a set formula to be followed. Completing the
task using original thinking or straying from the designated criteria would result in failing the
mission.

To my horror, the experience culminated in my Commanding Officer stating in my final
report that, “Black [my maiden name] has struggled with the pace of academics, and all
indicators are that she will not cope with the academic rigours of life as an RAF Officer. |
question how she functioned as a teacher.” This experience and these comments had a
detrimental effect on my confidence going into my next training stage and for years afterwards. |

joined the 10T course as a confident, articulate, outgoing individual who was not afraid to
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participate in professional and social discussions and relished the opportunity to find innovative
solutions to the problems that life threw at me; I gradually came to lack confidence in both
professional and personal settings.

The second experience was revisiting these emotions eight years later, when given a
senior leadership role in a team tasked with redesigning 10T. I quickly discovered that the
delivery methods and content did not seem to have progressed since my time as a cadet. Years
later, I still felt uncomfortable with the College’s underlying learning philosophy. During this
period, | had studied for a master's degree and had become familiar with the then-popular
concept of digital immigrants and digital natives (Prensky, 2001). I reflected that | had been one
of the first waves of millennials to go through this college. Had this lens, coupled with my
background as a qualified teacher, given me a different perspective? Had it resulted in a set of
frustrations unique to me, or did others also experience these? My critical frustration was that the
course felt as though it had been designed and delivered for a previous generation. An internal
alarm bell began to ring | was about to inflict on others what had been inflicted on me if I did not
establish how the cadets wanted to learn. | did not want to be part of history repeating itself;
therefore, | chose to complete this research parallel to my professional role. Given the above, this
research had a dual purpose: it was, firstly, a journey of self-emancipation to discover whether
others shared the frustrations that | had felt while studying at the College and, secondly, a

professional exploration of praxis and practice.
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Chapter 2 — Research approach

In this chapter, | aim to illustrate my positioning and how it influenced my choice of research

philosophy.

2.1 Personal positioning

| spent the eight years between starting my 10T and undertaking this research exploring my
positioning through professional practice as a military educational specialist and through study —
for my master's degree and this doctorate. Through this professional and academic journey, |
have become acutely aware of where my values lie and how they played a part in inspiring me to
undertake this research. This positioning shapes the research paradigm; it is the conceptual lens
through which I look at the world, and it fundamentally shaped my approach (Marsh & Stoker,
2002).

The concept of the research paradigm is one that many researchers find problematic to
articulate (Kivunja & Kuyini, 2017) due to a lack of clarity around the term (Lincoln & Guba,
1985). The term paradigm has evolved since Thomas Kuhn (1962) first used it to mean a
philosophical way of thinking and has come to describe a researcher's worldview (Mackenzie &
Knipe, 2006), reflecting the researcher's beliefs about the world that they live in, or want to live
in (Lather, 1986). Identifying a research paradigm in social sciences is further complicated by the
volume of recognised research paradigms in the literature (Charmaz et al., 2000; Creswell, 2013;
Morgan, 2007). For example, Denzin and Lincoln (2011) identify six paradigms: constructivism,
interpretivism, feminism, positivism, post-positivism and critical theory, while Creswell (2013)
defines four paradigms: post-positivism, participatory/advocacy, social constructivism and
pragmatism and Guba and Lincoln (1994) synthesised scientific paradigms into four categories:

positivism, realism, critical theory, and constructivism.
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This lack of clarity has not daunted me, as the research | have conducted in the years building up
to this thesis has allowed me to explore how I view the world, and | am comfortable straddling
several paradigms. | have concluded that the lens through which I see the world is strongly
interpretive. | acknowledge that | have spent the last 11 years working for a hierarchical
organisation which thrives on statistics. Therefore, I also show signs of vocational habitus,
gravitating towards positivist research methodologies, as | know they will be well received
within the Armed Forces.

My natural interpretive lean has driven me in this study to seek to understand the
subjective world of human experience that is learning (Lincoln & Guba, 1985). Throughout, |
have aimed to understand and interpret the thinking of the research subjects — the meaning they
were making of the learning context — while fully accepting and embracing the multiple realities
of the situation studied (Chalmers et al., 2009). This view of various, socially constructed
realities (Bogdan & Biklen, 1998) is unfamiliar in military education, where cadets and
instructors conform to a rigid set of behaviours and outcomes, despite coming into the
organisation from diverse backgrounds. During this research, my different approach made me at
odds with the establishment: | was interested in researching and recording a subjective,
relativistic social world, rather than an absolute, measurable, external reality evaluated in terms
of facts (Fadhel, 2002). I naturally struggle with this latter approach to education as it excludes
notions of freedom, moral responsibility and choice that should be woven through learning
(Nesfield-Cookson, 1987). However, | have always maintained that | do not need to be confined
by the social reality made available to me by other participant actors (Hayes & Rex, 1974).

Despite my social conditioning in a more positivist approach, my natural interpretive lens

encouraged me to select a range of techniques to explore how individuals create, modify, and
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interpret the world in which they find themselves. These were more qualitative, discursive, and
idiographic in approach (Marsh & Stoker, 2002). | am comfortable acknowledging that I live in a
world of multiple realities; social actors move among these multiple realities with ease (Morgan
& Burrell, 2016), abiding by the game's rules in each world. These methods fit more naturally
with knowledge transfer as they concentrate on the action taking place in a classroom while still
preserving the integrity of the situation.

| appear to view the world through a critical realist lens (Bhaskar, 1998). At the start of
this research, | would have categorised myself as having a constructivist approach, but as |
progressed through the action research process, | found myself leaning into realism. This
approach advocates that abstract thing are born from individuals' minds but exist independently
of anyone (Magee 1985). In other words, participants’ perceptions are explored as they provide a
window onto a reality beyond those perceptions (Stake, 1995). Thus, research is concerned with
the extrinsic reality discerned through participants’ perceptions (Healy & Perry, 2000). It uses
mixing of qualitative and quantitative approaches to promote understanding of reasons for the
complexity of the reality and not to translate it (Sobh and Perry, 2006). It is used as a basis for
the analysis of complex phenomenon for theorising the interplay of structures, culture, and
agency (Wikgren, 2005).

Regardless of the ontological or epistemological stance adopted, validity and reliability
are essential in conducting any research, although their different meanings in the qualitative and
quantitative analysis should be acknowledged. In qualitative research, the primary principles of
validity include a full description of the researcher’s place in the world (Lincoln & Guba, 1985).
The very nature of social science is at stake in the debate on objectivity. Scholars frequently

debate that the humanities and social and behavioural sciences use less credible methodologies
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than the natural sciences (Statham, 2013). The underlying assumption in these claims is that
social sciences should regard natural sciences as a role model and should precisely follow their
methodology. This assumption fails to consider the differences in the subject matter researched.
While natural sciences study the innate matter of all kinds, human sciences study meaningful
phenomena such as social interactions, attitudes, and experiences (Statham, 2013). Thus, the line
of demarcation runs not precisely between the natural sciences and social sciences but, rather,
between those areas of scientific inquiry that include human beliefs, intentions, and motives and
those that do not (Haack, 2007).

These concepts are further complicated when researching the realism paradigm. For
example, when analysing the literature on validity and reliability in this paradigm, literature
appeared sparse. Still, | found Healy and Perry's (2000) criteria for judging realism research
which I used as a guide. The first step in their process is to assess if the world under investigation
is ontologically appropriate (Healy & Perry, 2000). Realism does not deal in clean-cut laboratory
boundaries; it acknowledges fuzzy boundary systems (Bhaskar, 1979, Yin, 1994). It treats the
social world as an open system which rather than applying scientific laws, acknowledges, names,
and describes broad, generative mechanisms that operate in the world (Bhaskar, 1979; Perry et
al., 1996).

Their second quality is contingent validity, which assesses the generative mechanisms
used within the research and if they align to the context. Realism is neither value-laden nor
value-free. Therefore, realist researchers must be value aware (Healy & Perry, 2000). They
accept that there is a real-world to discover, even if it is imperfect. The third criterion is the
multiple perceptions of participants. A participant's reality is not a reality. Instead, it is a

participant's perception that a picture of reality can be triangulated (Healy & Perry, 2000). This
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creates multiple perceptions, which the researcher can align with the mechanisms used and the
research context. The fourth criterion is methodological trustworthiness, which refers to
estimating the degree to which a measurement is free of random or unstable error (Emory and
Cooper, 1991). The penultimate criteria are analytical generalisation which relates to theory
building. Given the complexity of a realist's world, research must be theory-building rather than
testing. This criterion does not mean that a theory is not tested; merely that theory must be built
and confirmed or disconfirmed before its generalisability to a population can be tested (Yin,

1994).

2.2 Action research as an underpinning research philosophy

When selecting a research philosophy, | sought an approach that complemented my
interpretative positioning and allowed me to explore personal and social change (McNiff, 2013)
within my professional context. A traditional scientific research approach based on unilateral
control, seeking to develop detailed disembodied knowledge (Torbet, 1979), was not therefore an
option. As | aimed to explore the empirical, theoretical, social and cultural understandings within
my social construct, | required a medium that could uncover any illuminating, significant social
or cultural issues alongside the principal figures’ value assumptions (Torbet, 1979) whilst
attempting to effect positive change (Holter & Frabutt, 2012; Mills, 2011). The above
requirements led me to adopt an action research approach, as the literature identified it as a
systematic enquiry process that sought to improve social issues and practices (Bogdan & Biklen,
1992).

What is action research?

Action research is a self-reflective enquiry undertaken by participants in social situations to

improve their practices, their understanding of these practices, and the circumstances in which
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these occur (Carr & Kemmis, 1986). It can provide a lens through which to interrogate bias and
promote opportunities for self-consciousness reflection (Cook, 2018) while serving as a
mechanism for educators to engage in data-driven decision-making. It challenges traditional
social science by moving beyond reflective knowledge, created by outside experts sampling
variables, to active theorising and data collection by people inside an organisation.

Action research in education involves studying a situation to understand and improve its
quality (Johnson, 2012). It can provide practitioners with new knowledge and understanding to
improve education practices or resolve significant problems in the classroom (Stringer, 2010).
Practitioners lead action research in their practice and, thus, experience is gained through action
and for action. It is an empirical process of interactive enquiry that balances problem-solving
activities in a collaborative context with data-driven analysis to explore underlying causes,
enabling future predictions of personal and organisational change (Draper, 2001).

Historically, the term action research has been associated with Kurt Lewin, but several
authors have offered alternative constructs. While they all agree that it is a stepped process —
(Mertler, 2012) consisting of planning, acting on the plan, developing an action plan and
reflecting on the process — they offer alternative views of how to layer these steps. Lewin and
Kemmis’s framework is based on a spiralling, cyclical process (Eysenck & Lewin, 1952;
Kemmis & McTaggart, 1988) while Calhoun and Wells chose to describe it as a research cycle
(Calhoun, 1994; Wells, 1994), Stringer chose a helix (Stringer & Brauer, 1994) and McNiff and
Whithead (2009) developed an action research cycle with complementary question sets.

Regardless of the lexicon chosen to describe the process, it is always dynamic and
collaborative (Hine, 2013). Through repeated cycles of planning, observing, and reflecting,

individuals and groups engaged in action research should be able to see, intervene and
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implement the changes required for social improvement (Hine, 2013). This process can result in
greater professional empowerment in classrooms or schools. It holds the potential to disrupt
cherished theories and nudge educators to challenge thinking and develop an approach in
practice. Recognising the theories governing our actions helps to understand those actions better
and develop them according. | found this particularly useful, as the military prides itself on its
tradition and uniformity. The action research process allowed me to challenge and question
specific processes and procedures constructively and gave me the unique opportunity to view the
College — and the process of imparting and acquiring knowledge — through the lens of a cadet
and instructor. There are multiple interpretations of the Action Research Cycle. To frame this
research, | used Ferrance (2000) interpretation which incorporates six steps to each cycle. The

diagram below illustrates the cycles | completed.

Y —_—
2. Gather Data
3. Evaluate Results 4, Interpret the data +  Draw and write
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Lack of adult learning Delta between cadets and instructors 6. Evaluate Results

environment . . . . i
epistemological and epistemological Extension of Cycle

beliefs 1

1. Identity Problem

3. Evaluate Results

4, Interpret the data ‘/

Figure 1- lllustration of the Action Research Cycle, as applied in this research
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Criticisms of action research

The field of action research is not without its critics (Newton & Burgess, 2008), many of whom
focus on the validity of the results generated. Many qualitative researchers, including myself,
choose to reject the validity concept, as its quantitative origins conflict with constructivist
epistemologies (Feldman, 2007). | view knowledge as situationally specific and socially
constructed, with many plausible truths corresponding to the many prior assumptions
(Huberman, 1996). Homayoun and Moghaddam (2007) suggest that validity refers to the reasons
we have for believing claims of truth. In turn, I view the concept of validity as highly dependent
on the nature of the information generated. Those who reject validity tend to seek alternatives to
indicate the quality of their work (Feldman, 2007). Constructivist researchers focus on
alternative conceptualisations, including the quality of the results of the report. Stringer (2010)
even suggested that individuals could evaluate the efficacy of action research projects on
emotional terms.

An alternative concept to validity, to which | subscribe, follows a middle road between
naive realism and constructivism, and indicates that it is possible to construct knowledge about
the world. This concept generates knowledge that can be peer-reviewed to evaluate how well it
corresponds to reality (Feldman, 2007). Scrutiny leads to coherence and this, in turn, leads to
incorporation into a body of knowledge. | would not question how to develop a reflective science
of action but, rather, how to create a genuinely well-informed action process (Draper, 2001).
These views often lead me to straddle critical and pragmatic paradigms.

One of the central criticisms of action research in an education setting concerns
outcomes. Cordingley (1999) suggests that teachers are attracted to action research as they prefer

practical research issues, yet there is often a mismatch between the problems identified as critical

21



to teachers and the use of emancipatory action research to explore these. Emancipatory research
aims not only to effect technical and practical improvement but to transform the researcher's
consciousness and increase their ability to create grounded theory (Corbin & Strauss, 1998). An
alternative lens through which to examine this is, as Whitehead describes it, the "living 1"
(Whitehead, 1989), where the practitioner-researcher positions themselves so that an action
research paper becomes a report of their ongoing action research into their own learning as they
continue to make sense of their work (McNiff, 2007). | have adopted Whitehead's (1989)
approach and selected a research topic that aligns with my interests and professional role.
Therefore, this research is an exploration of the "living I" as it acknowledges the internal tension

between values and how they are enacted in practice.

2.3 Ethical considerations

When planning the methodology, | had to acknowledge and mitigate several potential ethical
dilemmas connected to collecting data within my workplace (McNiff, 2013) and the added
complexities of conducting research within a hierarchical Armed Force. Ethics should always be
central to educational research but, unlike a traditional research approach where ethics are
generally considered only when planning the methodology, | had to ensure that | reconsidered
this aspect at every stage, as new considerations emerged due to the pragmatic and fluid nature

of action research (McNiff, 2013).

Ethical considerations associated with insider research
Whilst conducting the research, | maintained my professional role at the College (Holian &
Coghlan, 2013) and, therefore, I held a dual position (Mercer, 2007). To maintain ethical

integrity, | had to be mindful of past, present and future roles and relationships. | also had to
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consider the roles, positions and intentions of the participants, co-researchers, gatekeepers of the
organisation, and internal and external stakeholders (Holian & Coghlan, 2013) and sought to
understand, mitigate or resolve any conflicts jointly (Holian & Coghlan, 2013). When
researching duality, | came across Merton’s (1972) work on the two opposing positions on
duality: outsider and insider doctrine.

The outsider doctrine asserts that only the neutral outsider can accurately account for
human interaction because they possess the appropriate degree of distance and detachment from
the research subjects. A stranger can survey conditions with less prejudice (Turner, 1975).
Dimmock and Walker (2005) noted that participants may be more willing to talk honestly to a
detached outsider than to someone intimately bound up with the institution’'s life and, thus,
enmeshed in its power relations. Merton (1972) indicated that a group's customs could overly
influence the insider, who may remain ignorant and mistake error for truth. In contrast, Griffiths
and Grant (1985) indicated that insiders have a better initial understanding of the social setting
because they know the context, understand the subtle and diffuse links and can better assess the
implications of following particular avenues of enquiry.

| agree with those authors, including Herr and Anderson (2005), Labaree (2002) and
Surra and Ridley (1991), who reject the insider/ outsider dichotomy in favour of a continuum. |
consider that the two abstractions and endpoints exist conceptually rather than factually
(Christensen & Dahl, 1997) and that the boundaries between the two are permeable (Merton,
1972) and highly unstable (Mullings, 1999), with the result that we are all both insiders and
outsiders (Deutsch, 1981). Regardless of insider or outsider status (Merton, 1972), identities are
always relative, situational, and contingent (DeVault, 1999). For this research, being an insider

was vital, as the military and Phase 1 training have many unique traditions and customs that
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would have been difficult for an outsider to interpret. The only respect in which | felt that being
an insider was a marginal disadvantage was in balancing the potential power dynamic between
myself and the cadets. | do, however, acknowledge that this ability depends partly on the
researcher’s relationships with the participants.

| worked for the College both before and while | was conducting this research but had no
regular contact with the cadets or instructors. Therefore, | would class myself on the outskirts of
the insider continuum. As situations, values and different statuses emerged, the separation lines
shifted (Merton, 1972), and | negotiated them. Humans cannot easily be categorised simply as
insiders or outsiders, as individuals within a group will not all share the same perceptions
(Holian & Coghlan, 2013) or lived experiences. Hawkins & Catalano (1990) suggested that those
researching within their own institution will have more impact than an outside consultant, and |
felt this accurately described my experiences during the process, in which integrity and the
articulation of expertise were central (Holian & Coghlan, 2013). Brydon-Miller and Maguire
(2009) argued that, before entering a research setting, the researcher should critically examine
themselves as an individual to analyse their core values. | followed this advice when preparing
my positioning statement, and it proved invaluable when | found myself uncovering actions that
challenged my personal beliefs.

| found conducting insider research to be like wielding a double-edged sword and agree
with Hawkins and Catalano (1990), who found that the advantages initially held by insider
researchers in terms of knowledge of the organisation and culture can be lost in their myopia and
inability to make the familiar strange. At times, | had to consciously step back and ask myself
why certain events were happening, rather than apply previous knowledge. As my research

progressed, | found myself experiencing increasing cognitive dissonance with the College, as my
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results started to challenge my personal beliefs (I expand on this in Chapter 4). At certain points,
this made my primary role more complicated, but the process forced me to assess my beliefs. As

a result, I am more confident and self-assured in what | stand for as a professional educator.

Power dynamics
Action research projects, like this one, undertaken for professional development, can raise
complex questions relating to power (Parsons et al., 2006) in terms of who or what is being
developed, and by whom, and — most importantly — whose interests must be established (Noffke,
1997). In the wrong hands, action research can lead to individuals feeling co-opted into the latest
in-service scheme by a "top-down" autocratic reform movement (Cochran-Smith & Lytle, 2000).
Therefore, | had to be vigilant lest my enthusiasm and well-meaning commitment to learning and
teaching initiatives led in any way to staff feeling coercion (McNiff, 2013).

Power dynamics were carefully considered throughout the data collection process: | was
very conscious that | could inadvertently influence the behaviour of cadets or staff as I hold a
higher rank than the instructional staff with whom cadets interact daily. It is not uncommon for
cadets to alter their behaviour to influence more junior instructors than myself. Therefore, | had
to consciously create an open and honest environment: | did not want to influence the results or
behaviour of others due to my primary role in management (Holian & Coghlan, 2013), nor did |
want participants to tell me what they thought | wanted to hear to seek personal approval or
avoid rejection (French & Raven, 1968). The literature indicates that peer pressure, role
modelling and links to the positive or negative power of third parties may all influence results

(Holian & Coghlan, 2013).
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Having conducted insider research in several military settings, | have experienced the
pitfalls that rank can create. In the past, I tried to disguise my primary role by sending research
emails via the university email system and conducting research in civilian clothing. Inevitably,
someone in the group knew of my role in the military, which created an uncomfortable dynamic
as they were unsure how to address me. Therefore, | have learnt from experience that a policy of
openness and transparency creates the most conducive research environment. To create this
environment, | explained that my research lay outside my day-to-day role and was open about
my rank. | wore civilian clothing to disassociate myself from my status, made clear that | wanted
to be addressed by my given name and Ma'am and | reiterated that | was not in their chain of
command. | took time to consider the research environment and instruments to encourage the
participants to disassociate themselves from military protocol. In my meetings with staff and
cadets, | placed sweets and books on the desk to get them talking and chose the draw and write
process as it allowed them to communicate more spontaneously, using a method other than
formal language. This approach worked well with both staff and cadets, which will be described

in chapter four.

Ethical codes of conduct and guidelines

| adhered to the British Ethical Research Association (BERA) (2018) ethical guidelines for
educational research throughout this research. NcNiff (2013) divides this ethical code of conduct
into three fundamental principles: voluntary informed consent, privacy, and protection from

harm. For ease of illustration, I have structured this section under the same headings.
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Informed consent

Following the BERA (2018) guidelines, I sent all potential participants an information sheet with
the invitation to take part in the research. The sheet outlined the research aims, expected duration
of the research, a description of what was involved and what use would be made of the findings
(McNiff, 2013). It also contained information on the participants’ right to withdraw at any time
and confirmation that all participants would not be identifiable. | gave those participating in the
interviews an additional information sheet detailing how the audio recordings would be stored
and a signature section to give informed consent. In line with the BERA (2018) code of ethics, |
invited participants to ask questions before, during and after the research sessions. The

information sheet and invitation to participate can be found in Appendices A and B.

Privacy

The terms anonymity and confidentiality are frequently confused, and the BERA (2018)
guidelines use ‘privacy’ to cover both. Anonymity refers to concealing the identity of the
participants, while confidentiality covers who has the right to access the participants' data. In the
UK, this is governed by the Data Protection Act (2018) (Data Protection Act, 2018), the
requirements of which I met, following the fundamental principle that no individual would be

identifiable and no information attributable to any individual.

Protection from harm
BERA states that "All social science should aim to maximise benefit and minimise harm"
(BERA, 2018, p.4). All research should balance the aspirations of the research with societal

concerns, institutional expectations, and individual rights (BERA, 2018). This research did not
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involve minors or vulnerable adults in traditional educational terms. A power differential existed
but as described, | mitigated this where possible. This research involved no activities which
could cause physical harm. As described in Chapter 4, the cadets disclosed information that
indicated that they may have been subjected to inappropriate behaviour, and this information was

passed to the college safeguarding team.
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Chapter 3 - Literature review

This chapter aims to introduce the fundamental theories which underpinned this research. I have
structured the literature view through two interwoven theoretical lenses: systematic approaches
to learning and theories and models associated with educational change. Systematic approaches
to learning provide a framework for understanding how the Armed Forces could adapt their
knowledge management, and theories related to change illustrate how militaries could learn to
adapt (Jervis, 2019; Lebovic, 1995; Senge, 1990). | have also explored the characteristics that
make the Armed Forces unique and, at times, constitutionally cautious regarding change
(Hasselbladh & Ydén, 2019). Before embarking on the literature review, | will contextualise the
macro and micro-level factors that have influenced the College’s decision to consider a shift in
its underpinning educational philosophy, given the findings of Wong and Chi-Keung Cheung
(2009), which indicated that micro and macro-level factors drive educational change. Macro-
level changes refer to global influences and national or regional cultural, economic, and political
dynamics, while micro-level factors are the outcome of social interactions between individuals or
educators.

To gain a competitive advantage in the next conflict, current techniques for leveraging
physical and financial resources may no longer be sufficient (Shin et al., 2017). In a fast-paced,
constantly changing and complex Future Operating Environment (FOE), the most financially
viable solution is dependent on effective knowledge management (Hamel & Prahalad, 1994) and
the Armed Forces will, thus, be required to shift to a more effective utilisation of knowledge-
based capital (Shin et al., 2017). With the aim of initiating this shift, the College established the
Project Mercury team to redesign its course material and learning philosophy to support the

transition from a didactic approach to an andragogical or adult learning approach that supports
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Objective-Based Learning (OBE). This transition will require change on several levels. Project
Mercury is an educational change project, but it will also involve changes in the college

structure, staff training and course content to allow the OBE approach to flourish.

3.1 The requirement for educational change in a military context

One of the desired outcomes for Project Mercury was a course design that prepares cadets for the
evolving context of 21st-century warfare. This section aims to illustrate this context and the
challenges currently facing the Armed Forces. Traditional national influences are diminishing,
and new adversaries are emerging in the form of individuals or organisations not allied to a
particular country or state. These non-state actors threaten the stability of the rules-based
international order (Ministry of Defence (MoD), 2017). These changes in the international order
have rekindled the debate about the character of war and conflict and whether it is undergoing a
fundamental shift (German, 2019). The apparent transformation of warfare is nothing new — one
of its enduring features over the centuries has been its state of flux — but what is new is the pace
of this change, accelerated by an ongoing technological and communications

revolution (German, 2019).

A logical solution would be the purchase of new and emerging technologies. The UK’s
ability to procure these has traditionally provided it with a comparative advantage, but this
ability has been eroded by austerity measures. The MoD has acknowledged that the financial
resources needed to defend against a plethora of threats, while preparing for contingent warfare
and attempting to remain a global political player, far exceeds the current and
forecasted Defence budget (MoD, 2013). Therefore, under current planning assumptions (MoD,
2013), a dynamic, agile, well-prepared, and flexible workforce represents the best chance of

securing a competitive edge in any future conflict (O'Neill, 2015). The MoD will have to exploit
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new technologies whilst identifying new ways of increasing human capital (Schatz et al.,

2017). The Chief of the Air Staff publicly acknowledged this necessity in his Strategy for
Delivering a World Class Air Force, in which he stated that the workforce will need to be agile,
adaptable, and capable (Royal Air Force, 2017). Recruiting, developing, and retaining a high-
quality military and civilian workforce will be essential for success in war (The Department of
Defense of the United States of America, 2018) but this will require

significant organisational and educational reform (Mattis, 2019). A key enabler to the success of
the UK Armed Forces during the next conflict will be access to a continuum of holistic, lifelong,
Professional Military Education (PME) for all ranks, promoting the effective utilisation of

knowledge-based capital (Shin et al., 2017).

The evolving role of PME in preparing for complex conflicts

PME is the term used by the Armed Forces of the UK and its allies to describe the professional
training and development that personnel receive to prepare them for their current or next level of
responsibilities (Kaurin, 2017), encompassing intellectual, moral and social instruction in the
military profession (Australian Defence Force, 2017). In civilian terms, PME is
a formalised professional development pathway, and the IOT course is the first module in what
should be a lifelong learning journey for a Commissioned Officer. Given the importance of
PME, urgent questions have been raised on both sides of the Atlantic about how it should be
delivered for maximum impact (Morgan-Owen, 2018). Several of the UK's closest allies and
partners have emphasised its importance by including it in Defence Strategy and capstone
doctrines.

The United States of America (USA) has placed PME at the heart of its

National Defense Strategy (NDS), which pledges to emphasise intellectual leadership, military
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professionalism and the art and science of warfighting (Department of Defense, USA,
2018). Each service has included PME in its capstone documents, which provide a blueprint for
the pursuit of innovation in learning with support from science and technology partners. The
Australian Defence Force (ADF) has formally acknowledged the future role of PME by
including it in its Future Operating Environment 2035 (Australian Defence Force, 2017), which
states that a demonstrable investment in PME is required to meet future challenges and gain an
intelligence advantage. To this end, the ADF has stated that it will design, fund, and deliver a
coherent strategy for PME.

In stark contrast, the UK's PME system appears to have no outward intention to
change (Thornton, 2019). UK Defence documents, comparable to the USA NDA, make no
mention of the role of PME or of the capabilities and qualities that the UK military requires of its
personnel. Since 2015, two strategic documents have been published by the UK Government in
which PME could have been incorporated: The National Security and Capability Review (HM
Government, 2015) and Mobilising, Modernising and Transforming Defence (MoD, 2018) and
neither makes formal reference to PME. The RAF Strategy, published in 2017, discusses the
need to deliver personnel for a Next Generation Air Force (Royal Air Force, 2017), but does not
detail how it will achieve this. In December 2019, the RAF began to acknowledge the
importance of training by referencing it as one of the core themes of Astra, an internal campaign
to build the next generation RAF (Wigston, 2019). However, the campaign is still in its
embryonic stages. While no country has found a comprehensive solution, a trend has emerged in
military education, with several of the UK's allies adopting an Objective-Based Education

approach to PME.
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The tension between traditional PME and the chaos of war

There is an ever-increasing tension between this highly regulated approach to military education
and the realities of executing large-scale violence as the ultimate tool of sovereign nation-states
in complex and dynamic operating environments (Barkawi & Brighton, 2011). Since early
modern times, military organisations have forcibly guided and directed the social cognition of
their officers and troops (Foley, 2012; Rosen, 1988). Formal military training and education are
based upon reproducing sameness and approaching tasks in a predictable and calculable

manner (Kallinikos, 2004). Such training is usually highly regulated, formalised and intended to
produce knowledge and practices that are robust and relevant for a specific mission (Hasselbladh
& Ydén, 2019). A variety of reproducing mechanisms support the military education system,
ranging from individual socialisation to shaping an occupational mindset and impersonal
structural conditions (Perrow, 1986; Simon, 1997). Military educational establishments generally
impose strong values and practices, underpinned by impersonal structural conditions (van
Creveld, 1985). Organisational members are socialised to adopt specific criteria regarding
relevance, professional vocabularies and the standard operating procedures that constitute their
professional identity (K&rreman & Alvesson, 2004; Simon, 1997). As a result of these strict
boundaries, those embarking on a military career often regret that past experiences and new
approaches are often dismissed and side-lined by unresponsive and unknowing senior

officers (Hasselbladh & Ydén, 2019).

Military organisations that cope with uncertainty and unpredictability appear to display
cross-cultural traits honed over generations (Barkawi & Brighton, 2011; Levy, 1986). While the
technocratic approach to problem-solving found in all bureaucratic organisations can be
characterised as representing a logic of internal cooperation, the military displays a conflict

between a desire to impose logic and the need to cope with the unpredictability of
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conflict (Boéne, 1990). The military imposes a repertoire of standard operating

procedures (King, 2013) in a quest to make the battlefield as comprehensible as possible
(Hasselbladh & Ydén, 2019). The danger and turmoil of the battlefield are rendered familiar
and predictable (Di Schiena et al., 2013; Schmitt, 2017; Shulman, 2019). Formal organisation
implies that perceived uncertainties can be treated as certainties, rather than relying on a web of
material, cognitive and social practices (Cooper, 1986; Kallinikos, 2007). The current education
system attempts to impose a bureaucratic order on the chaos of battle (Hasselbladh & Ydén,
2019).

Yet, when troops encounter phenomena for which they have not been trained, they will
be expected to learn through personal experience. How well individuals learn is contingent on
several different factors, including previous knowledge, training and education, all of which may
help or hinder them. We can expect other people to interpret events differently and often
incorrectly, dependent on their previously held beliefs, assumptions, and worldviews (Allison,

1999).

3.2 The Armed Forces as a Learning Organisation

"Systems approach™ or "systems thinking™ is considered the cornerstone of knowledge
management theories. The term stems from the general system theory created by

Von Bertalanffy, (1938) and represents an interdisciplinary practice that describes how systems
with multiple components interact. There are two basic systems: open and closed. Closed
systems do not interact with the external environment, limiting the ability to learn (Portfelt,
2006), while open systems (Argyris & Schon, 1997; Senior & Swailes, 2010) interact with the

environment and scan the external horizon to find changes (Birnbaum, 1988).
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Organisations learn irrespective of whether they apply open or closed systematic learning
approaches; however, they are not equally effective (Basten & Haamann, 2018). As a result,
organisations are increasingly relying on open systematic approaches to learning in order to
modify management information and positively impact performance (Cheng et al., 2014).
Organisational Learning (OL) and Learning Organisation (OL) are the two dominant open
approaches (Crossan et al., 1999; Schneider et al., 2002). This section will explore the theoretical
and practical implications of the two approaches, distinguish between them and explore their

potential role in helping the Armed Forces to better exploit knowledge management.

What is Organisational Learning?

The literature abounds with definitions of OL: Chiva, Ghauri and Alegre (2014) define it as the
process through which organisations change or modify their mental models, rules, procedures or
knowledge, and maintain or improve their performance. Argyris (1977) defines organisational
learning as the detection and correction of errors, during which individuals act as agents for the
organisation. Huber (1991) considers four constructs to be integrally linked to organisational
learning: knowledge acquisition, information distribution, information interpretation and

corporate memory.

What is a Learning Organisation?

In contrast, Senge (1990) defined an LO as a group of people continually enhancing their
capacity to create what they want to make. Malhotra (1996) described an LO as an organisation
with an ingrained philosophy for anticipating, reacting, and responding™ to change, complexity,
and uncertainty. A LO comprises members focused on the creation, accumulation and sharing of
knowledge; these members’ efforts increase the organisation's ability to adapt and innovate to
gain a competitive advantage (Garvin, 2003; Pedler et al., 1991; Senge, 1990; Watkins
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& Marsick, 1993). A continuous inflow of new experiences and knowledge keeps

the organisation dynamic and prepared for change (Santos-Vijande et al., 2012). It also
encourages people to learn and develop in a more innovative environment (Hurley & Hult,
1998). In the most optimistic descriptions, the learning organisation is regarded as a natural
extension of the human propensity to continuously learn, develop and adapt (Hasselbladh &
Ydén, 2019). Academic scholars see formal learning as influenced by circumstances that extend
far beyond the individual (Blackler, 1995). Even if learning processes are nested in social
exchange and interaction (O'Toole & Talbot, 2011), their outcomes remain tied to the context of
their inception unless they pass the scrutiny and evaluations of the formal organisation. Senge
(1990), therefore, argues that the role of a leader in an LO is that of teacher, designer and
steward, able to build a shared vision and challenge the organisation’s dominant mental model.
Such leaders are responsible for building organisations where people can continually expand
their capabilities to shape their future; leaders are accountable for learning.

Leaders create a shared vision and a common understanding of collective learning while
supporting the mission (Freeman & Calton, 2020). This vision allows the organisation to align its
capabilities, exchange knowledge and leverage diverse perspectives to enhance its efficiency and
effectiveness (Freeman & Calton, 2020). In an LO, leaders nurture cultures dedicated to
excellence, ethical behaviour and knowledge-sharing. As a result, individuals are motivated to
contribute to their goals (Shin et al., 2017). Mature learning organisations capitalise on the
knowledge of all their members to find new ways (DiBella, 2010) to adapt rapidly to evolving
environments. Senge popularised the concept of an LO and identified five key characteristics of
OL.: systems thinking, personal mastery, team learning, mental modes, and shared vision (Fulmer

& Keys, 1998). His conceptual framework allows businesses to be studied as bounded
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objects (Senge, 1990). Businesses use this thinking method when assessing the company and
develop information systems to measure the performance of its various components (Argyris,

1999).

The difference between Organisational Learning and a Learning Organisation

Several authors have described their interpretation of the differences between OL and an LO.
Garvin (1993) indicated that the difference focused on how information is transferred:
knowledge is shared between individuals in an LO but between individuals and the organisation
in OL. | found Ortenbald’s (2013) analogy of a storehouse illustrated the concepts most clearly.
He described OL as a storehouse, whereby knowledge transfers from individuals to the
organisation, which acts as a store. In contrast, he conceptualised an LO as an idea-house, as
knowledge transfers from an individual to an individual, whilst the organisation serves as a host
to cultivate it (Ortenbald, 2013). From my experience of the College as a cadet, and my initial
discussions with current instructors and cadets while formulating my initial research questions, I
had hypothesised that the college neither applied the principles of OL nor operated as an LO, due
to the lack of meaningful interactions between instructors and cadets and the didactic approach
taken to knowledge delivery. | aimed to establish whether this hypothesis was correct in

the reconnaissance phase.

Impact of leadership in organisational knowledge creation

Theoretical and empirical contributions have concluded that leadership plays a significant role in
the sharing, creation and capture of knowledge as well as the successful implementation of
knowledge management (Bryant, 2003; Lakshman, 2007; Politis, 2001; Srivastava et al.,

2006; Zarraga & Bonache, 2003; Chourides et al., 2003; Liebowitz, 1999). Throughout this
research | have, therefore, viewed the process of instruction through the more traditional lens of
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knowledge delivery and instructor and as a leadership function. In leadership theory,

the organisational context for knowledge is referred to as "Ba", the Japanese term for “Place”. Ba
is a shared space for interaction that can be physical, mental, or virtual (Lakshman,

2007). Knowledge is situated within its social, historical, or cultural context (Nonaka et al.,
2001) and is moderated by knowledge assets — organisation-specific resources that are
indispensable in creating value for the organisation (Boisot, 1998; Nonaka et al., 2000; Teece,
1998) and represent inputs, outputs, and moderating factors of how Ba functions as a platform to
process knowledge. They can include explicit knowledge — such as images, symbols, and
packaged documents — and implicit knowledge, such as routines, values, and norms. In the
context of this research, Ba is the College, and the RAF is the broader organisational context but,
given the nature of Phase 1 training, explicit and implicit knowledge tends to be magnified by
the instructors. Therefore, the College has a more traditional organisational culture than a
frontline unit.

A traditional approach to organisational leadership focuses on leadership as a central
activity, exercised by the privileged few in an organisation's upper echelons (Gourlay, 2006;
Lado & Wilson, 1994). However, one school of thought indicates that a shift towards a more
distributed leadership approach is warranted, one which will challenge the traditional methods of
control (Burr, 1998). A distributed approach will require new divisions of labour,
interdependences and coordination between tasks, extensive use of technology and multiple team
practices that shape knowledge-intensive work (Gronn, 2002). Distributed leadership challenges
the conventional model of a central leader exerting influence over their followers to achieve a
specific outcome Drath et al. (2008). In this context, leadership becomes the outcome of

cooperation between individuals, manifested in a shared direction, the alignment of
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their behaviour and their mutual commitment. Leadership then becomes embedded in practice
rather than an exogenous force or an independent or intervening variable (Spillane et al.,

2004). The literature indicates that practitioners' beliefs about leadership impact their leadership
style and mental modes (Drath et al. 2008; Goh, 2002; Rosen et al., 2007), suggesting that beliefs
shape individuals' ideals of leadership. Focusing on leadership beliefs is useful in theorising and
empirical research, as beliefs can be expressed and examined and indicate a behavioural
disposition in specific situations.

Behavioural leadership theory focuses on how leaders behave; it is a style theory and
suggests that individuals can acquire leadership skills through learned behaviour (Western
Governors University, 2020). Senior leaders within an organisation can affect knowledge-
sharing either positively or negatively (Yang, 2007) by their behaviour towards others within
the organisation. Styles involving strict policies and procedures can be less supportive of
knowledge-sharing than those emphasising human interaction, affiliation, morale, cohesion,
workplace harmony and workplace harmony (Yang, 2007). Most of the literature on leadership
and organisational knowledge acknowledges that one specific style may not be the most
appropriate approach and focuses on broader leadership action. Gratton et al. (2007) argue that,
to improve the flow of knowledge, leadership styles must vary according to the issues and
problems that arise as the team approaches a deadline. Kodama (2005a) advocates a dialectical
leadership model that switches between forceful, servant, strategic and creative leadership,
depending on the business situation.

The most frequently mentioned style in the literature is role-modelling which represents
the adoption of knowledge practices, encouraging followers whilst initiating and supporting their

efforts (Bell DeTienne et al., 2004; Eppler & Sukowski, 2000; Goh, 2002). Role-modelling
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activities include sharing knowledge openly, taking time for critical reflection processes and
documenting important insights (Eppler & Sukowski, 2000). These theories focus on leadership
roles that fit a broad set of situations. A situational approach seems inevitable within the
interplay of process, context, knowledge assets and leadership. An alternative lens through which
to examine leadership styles is that of contingency theory; this opposes a static view by
demonstrating the interactions between situations, followers, and leaders (Fiedler & Garcia,
1987), showing how situations affect the effectiveness of leadership styles.

A further research strand within leadership theory focuses on strategic
leadership (Bollinger & Smith, 2001; Bontis & Fitz-enz, 2002; Skyrme & Amidon, 1997). This
set of theories illustrate how leaders impact organisational effectiveness by formulating strategy,
vision and mission, and by fostering a corporate culture (Lakshman, 2007). Strategic leadership
requires motivation, inspiration, and empowerment to aid knowledge creation. Pan et
al. (1998) proposed a list of strategic leadership requirements positively positioned towards
knowledge-sharing and developing an environment conducive to knowledge-creation, which
included role-modelling, support of the organisational culture and the creation of a managerial
mindset. Similarly, Rosen et al. (2007) included leadership tasks such as role-modelling,
articulation of the vision, clarification of leaders' expectations, recognition, and rewards.
The final strand of leadership theories that | will explore is that of transactional and
transformational leadership theories that focus on leader-follower exchanges in the form of
benefits, rewards and self-interest. Transformational leadership is more strongly related to
knowledge acquisition than transactional leadership Politis, (2001). This approach emphasises
followers' motivation and inspiration to give their best for the organisation (Bass, 1990; Burns,

1978). Kelloway & Barling (2000) identify the positive effect of transformational leadership on
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knowledge development and acquisition and on advantageous conditions such as commitment
and trust. Srivastava et al. (2006) analysed the effects of empowering leadership on followers'
knowledge-sharing during transformational leadership. Their results demonstrated that
empowerment is positively related to knowledge-sharing and team efficacy, both of which relate
positively to performance. Gagne (2009) hypothesises that transformational leadership satisfies
followers' needs for autonomy, competence and relatedness, which are important for effective
knowledge creation (Nonaka, 1994). In a similar vein, Goh (1998) proposes a mix of strategic
and what he terms 'shared' leadership that involves empowering followers, showing a strong
commitment to the organisation and encouraging a culture of experimentation.

Two critical components of transformational leadership are empowerment and trust.
Empowerment relates to the concept of autonomy in the organisation, elaborated, for example, in
work on self-managed teams (Sarker et al., 2009). Some authors also consider trust and a high
degree of care among organisational members to be essential in enabling knowledge-creation
and recognise the role of leaders in fostering these values (Bell DeTienne et al., 2004; Bollinger
& Smith, 2001; Gagne, 2009; Goh, 2002; Holsapple & Joshi, 2000; Huang et
al., 2008; Zarraga & Bonache, 2003). Transformational leadership fosters trust, team cohesion,

commitment and motivation (Gagne, 2009).

The impact of Learning Organisation theory on the Armed Forces
The concept of the LO has not had as substantial an impact on the discourse of modern

military organisations as it has on business enterprise (Di Schiena et al., 2013; Schmitt,
2017; Visser, 2016). However, recent scholarship on military learning demonstrates that well-
organised learning processes can provide an essential means to introduce disruptive thought to

militaries and challenge existing orthodoxies (Catignani, 2014; Foley et al., 2011; Marcus, 2019;
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Serena, 2011). Well-organised lessons also provide an opportunity to ensure that learning does
not remain siloed within communities of practice but can be disseminated across the

broader organisation where appropriate (Kollars et al., 2016). Making the LO concept relevant
and applicable to military organisations requires context-adaptable models and guidance that
account for the unique constraints, requirements, cultures, and missions (Ortenblad, 2013). The
literature on military change demonstrates that variables such as the relationship to

the organisational culture, hierarchical management structure and the unique nature of
conducting a war can create unique tensions and powerful impediments to the integration of new
knowledge (Davidson, 2010; Farrell, 2005; Posen, 1984; Rosen, 1991). In this section, | will

explore the tensions that are relevant to this research.

Pedagogical approaches to systems thinking in a military context
A generation ago, military colleges were expected to equip cadets with the skills needed for their

entire military career but, in a 21st-century environment, cadets must acquire the skills to thrive
in a rapidly changing environment and carry out jobs that do not yet exist (Kools & Stoll,
2017), whilst preparing for “a war” rather than “the war.” The skills that cadets will need to
contribute effectively to both military and civilian society are changing constantly, but neither
the civilian nor the military school system is keeping pace. Most military colleges look much as
they did a generation ago, and instructors are not developing the practices or skills required to
meet the diverse needs of today’s learners (Schleicher, 2012). Instead, they are being urged to
learn fast and become “knowledge workers” to address the growing pressures of a rapidly
changing environment (Scheicher, 2012).

To meet these challenges, a growing body of scholars and educators has urged for both

civilian and military colleges to be reconceptualised as “learning organisations” (Giles &
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Hargreaves, 2006; Senge, 2012; Fullan, 1995; Schlechty, 2009; Silins et al., 2002). Increasing
numbers of organisational scholars have concluded that an OL capacity will be the only
sustainable competitive advantage in the future (Ortenbald, 2001; Yang, Watkins & Marsick,
2004). The reconfiguration of traditional educational establishments into LOs will require the
role of the cadet to be re-thought, and instructors to learn from the world around them and apply
these lessons to new situations to keep pace with the ever-changing context of education (Stoll et
al., 2003).

It could be argued that viewing a military college as a community would help to
transform it into an LO. Westheimer (1999) highlights five commonly identified features of a
community: shared beliefs and understandings, interaction and participation, interdependence,
concern for the individual and minority views, and meaningful relationships. Developing an
environment of interpersonal caring, which permeates the life of teachers, schools and school
leaders, would allow a school to become a professional learning community, with an emphasis
on mutually supportive relationships and the development of shared norms and values (Louis et
al, 1995). For a community to flourish, there must be a presence and development of trust (Bryk
& Schneider, 2002).

There are a growing body of literature aims to provide operational guidance, processes,
strategies and structures that would enable the College to become an LO (Giles & Hargreaves,
2006; Fullan 1995; Strain, 2000). Senge (2012) has inspired scholars to develop and assess
academic institutions as LOs using five disciplines (Johnston & Caldwell, 2001; Hamzah et al,
2011; Moloi et al, 2006) while Sillins, Mulford & Zarins (2002) provide a more holistic
approach and indicate that academic institutions must use environmental scanning, develop

shared goals, establish collaborative learning and teaching environments, encourage initiative
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and risk-taking, recognise and reinforce good work and provide continuous professional
development.

Dufour (1997) suggested that attention should be devoted to shaping human resources
policies and procedures to facilitate peer learning and collaboration amongst colleagues.
He emphasised the importance of strategic leadership in creating such conditions. Marsick et
al. (1999) suggest seven action imperatives that can be interpreted as prerequisites for becoming
LOs, whilst other scholars highlight the importance of networked learning and collaboration
across boundaries, sharing and creating knowledge with a range of partners (Bowen et al., 2006;
Schlechty, 2009). Studies have shown that adopting a learning organisational approach can have
a positive effect on learners’ outcomes (Bowen et al., 2006; Klassen & Chiu, 2010; Silins &
Mulford, 2004) and found a positive relationship between cadet outcomes and the setting of a
shared LO vision for teaching and learning (Leithwood & Day, 2007; Silins & Mulford, 2003).
When instructors focused on the development of a unified culture, promoting an LO approach,
this positively influenced cadet outcomes (Leithwood & Day, 2007; Robinson & Taylor, 2007).

One theoretical approach which can be applied to military learning is that of single- and
double-loop learning, which originated from Argyris and Schon’s theory of action (Argris &
Schon, 1978) that sees people as agents or change designers. The theory posits that agents make
sense of the contexts within which they function by constructing mental representations to design
their actions (Greenwood, 1997). It follows, thus, that agents do not act by chance, but are
responsible for the design of their actions (Argyris, 1985). Agents can respond in two ways when
faced with a problem to overcome. The first approach is to search for other means to achieve the
same end, that is, to change the actions while intending to reach the same outcomes. This process

is known as single-loop learning (Argyris, 1985); it alters individuals’ action strategies but leaves
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the values of a theory of action unchanged (Argyris & Schon, 1996). Double-loop learning
occurs when the agent looks for alternatives by examining the appropriateness of their actions. It
involves reflection on values and norms, including the social structures that were instrumental in
their development, to render them meaningful (Greenwood, 1997). Double-loop learning
involves two feedback loops that connect the observed effects with the strategies and values
served (Basten & Haamann, 2018). Schon (1983) and Argris (1985) found that double-loop
learning is essential in creating desirable social worlds since their outcome hinges on the
redesign of social structures and human action.

A teaching and learning philosophy gaining worldwide attention and rapidly becoming
the most well-known systematic approach to curriculum reform is OBE (Wang, 2011). The
transition to OBE indicates a shift from a traditional, teacher-centred philosophy to an
educational model in which the curriculum, pedagogy and assessment are all focused on cadet
learning outcomes (lloanya, 2019). The entire educational system is, thus, focused on what
cadets need to be able to do and know at the end of their learning experience (Wang, 2011). OBE
aims to encapsulate learning outcomes in terms of the knowledge, skills, attitudes, and values
that match the immediate social, economic and cultural environment. It ensures that the cadets
have the experience, competence and qualities needed to succeed after leaving the training
college (lloanya, 2019). It is presumed that assessment will involve integrating knowledge, skills
and values in the context of authentic, performance-based assessment strategies (Tuning Africa
Project, 2014).

OBE is a paradigm shift from the traditional academic approach currently implemented at
the College, which emphasises memorisation and recall. It is grounded in the principle that

teachers are change agents, tasked with imbuing cadets with higher-order, problem-solving skills
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(Rogers, 1995). Teachers become both classroom researchers and expert collaborators in
teaching and learning (Apple, 2011; Devlin-Foltz, 2010), formulating learning outcomes for each
lesson to determine what the learner must achieve in that session (Spady, 1994). OBE requires
teachers to empower cadets to learn at their own pace and according to their capabilities
(lloanya, 2019). To facilitate this type of learning, teachers must know and understand how each
cadet learns. Given the considerable shift in emphasis, some practising teachers who trained
using more traditional, teacher-centred education methods may find OBE challenging to
implement without upskilling (lloanya, 2019). The lived reality of implementing this change in a
military college could be still more challenging, given that the instructors receive limited training
in instructional techniques and work within a hierarchical structure steeped in tradition and
protocol.

Despite the challenges, the US Military has successfully adopted OBE. Having
acknowledged the need to grow adaptable professionals who can solve complex problems and
exercise sound judgement to complete missions in high-risk, high-consequence environments
(Vandergriff, 2010), US military colleges have adjusted their approach to ensure that they
develop soldiers who can think and behave adaptively amid uncertainty (Wagner, 2010). To this
end, the US Military Academy adopted OBE and, over three years, overhauled both the regular
and reserves’ training to create an interactive learning environment to encourage cadets to solve
problems in a complex and realistic environment. As a result, the US Academy reported that the
cadets and instructors achieved a higher degree of competency than in traditional task-based
training approaches, and the instructors gained a better understanding of the trainees’ true

competence (Borce, 2012).
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The US Academy acknowledged that the successful implementation of OBE required
instructors to have higher levels of instructional expertise and to leverage their full capability to
adapt to new challenges. Instructors also needed to maintain a positive attitude, conducive to
building trust and confidence in their cadets, but OBE helped the instructors to move cadets’
learning activity purposefully and systematically towards a threshold of failure, challenging them
whilst ensuring success, to build confidence and initiative. The instructors reported that they had
to go beyond tactical and technical skills, developing cognitive training skills such as confidence
and initiative (Oskey, 2015). The successful implementation of OBE placed a more significant
burden of professionalism, accountability and need for prior knowledge on the cadets’ shoulders
and required more guidance but less formal input from the instructor (Oskey, 2015). Individuals
developed while conducting military tasks rather than in a traditional classroom and, as a result,
the US found that the cadets’ competence in tangible skills such as marksmanship increased, as
did intangible attributes such as creativity and judgement (Borce, 2012).

To successfully implement OBE, it is important to recognise how knowledge is
generated. Organisational knowledge theory depicts a dynamic process, involving both tacit and
explicit knowledge, that makes available and amplifies knowledge created by individuals,
crystalising it and connecting it with an organisation’s knowledge system (Nonaka et al., 2000).
Explicit knowledge can be articulated, codified and communicated using symbols or language,
often collated in documents. Tacit knowledge is highly personal, rooted in an individual's
commitment to a specific context (Nonaka, 1991). The creation of organisational knowledge can
be depicted as a spiral that continuously repeats in four phases (Nonaka, 1991; Nonaka &
Konno, 1998). Stage 1 includes socialisation and the sharing of tacit knowledge among

individuals, while Stage 2 is the externalisation of this knowledge: it requires tacit knowledge to
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be expressed and translated into forms that others can understand (Nonaka & Konno, 1998), thus

transforming highly individualised professional learning into an explicit form. In Stage 3, bodies

of explicit knowledge are categorised, combined, sorted, and recombined and, in Stage 4, explicit
knowledge is internalised and converted into the organisation's tacit knowledge bank (Nonaka &

Konno, 1998).

Garvin (1993) developed a model which translates well to educational settings, with its
practical focus (Easterby-Smith, 1990). He identified five building blocks that, if present in an
organisation, provide the foundations required to master effective organisational knowledge:
systematic problem-solving, experimentation, learning from past experiences, learning from
others and transferring knowledge. These blocks were predicated on organisations providing a
climate that facilitates the learning of individuals and managers or, in the context of the College,
instructors, acting as coaches instead of directors (McGill and Slocum, 1993; Pedler et al., 1991;

Senge, 1990).

3.3 The militaries’ adaption to educational change

The description of educational change that | decided to adopt was the intention to alter educational
goals and improve how cadets are taught and assessed and/or how educational functions
are organised, regulated, governed, and financed (Duke, 2004). This description encompasses
most of the education process tasks under consideration by Project Mercury whilst also
acknowledging a holistic approach to reviewing how education is delivered. Educational change
has, until recently, shared many characteristics of other forms of change but remained distinct due
to the lag between economic, social, and cultural change on the one hand and change in schools
on the other (Wong & Chi-Keung Cheung, 2009). However, the COVID-19 crisis has undoubtedly

disrupted the operation of millions of educational establishments, including most Armed Forces
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training establishments promoting innovation and institutional self-examination. It has long been
accepted that the most critical factor in the educational change process is innovation and early
models, like that of Burkman (1987) reinforced this assumption. More recent literature indicates
that understanding and appreciating the environment into which the innovation is being introduced
will positively impact the change process (Rodgers, 1995). Berman (1974) published a framework
of quantifiable demographic characteristics affecting the school environment; however, this
largely ignored the organisational, structural, motivational, and environmental aspects of the
change process.

Ely et al. (1990) published a more rigorous set of environmental conditions to promote
change, which has since been refined to cover the implementation of educational technology in
various contexts. This approach acknowledges that the characteristics of change are not the only
factors that influence its adoption; the environment in which the change is desired can play an
equal role in determining its success. Ely identified eight conditions to be viewed as guidelines
for successful implementation rather than hard and fast rules; they are not realistically achievable
for all innovations in all environments (Ely et al., 1990). Ely's conditions have since been
successfully used by several studies to assess change conditions, including those by Haryono
(1990) and Kaufman and Paulston (1992).

Many change process models exist, including Havelock and Zlotolow's (1995) guide,
which provides a framework for the change agent to follow in the form of "seven ideas in a
circle”. This model has been validated and developed, including Freidus and Grose's
(1998) perspective of the new change agent in curriculum change. These models are helpful but,

while I acknowledge that they could provide a guide on which to base a change project, | found
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them very prescriptive; they do not recognise the fluid nature of educational change or
acknowledge the individuals involved in the process.

The two models | found most useful were Lewin's (1951) three-step change model
and Kotter's (1996) eight steps to change. The latter framework is straightforward (Kang et al.
2020) and provides practical, tangible advice on, for example, creating a vision and
communicating it whilst acknowledging the individuals involved in the change process. Lewin's
(1951) three-step change model — unfreeze, change, refreeze — appealed to me as the Armed
Forces, like so many large organisations, tend to implement a plethora of changes without
stopping to evaluate their impact. The social science approach to change in both models can be
applied to any form of organisational change as their simple diagrammatic forms are easy to
follow for all stakeholders.

Change disturbs the status quo; therefore, those planning the strategies for change must
understand the cultural and social nuances which may impede the process (Ellsworth &
Ellsworth, 2010). Despite the negative connotation of the word “barriers”, understanding them
and their causes can be a powerful tool and even a positive indicator. Most studies relating to
barriers to change focus on overcoming already evident barriers, rather than exploring their root
causes. Of the many existing models in this area, the most detailed is that of Zaltman and
Duncan's (1977) strategies for planned change, which identifies 18 attributes and conditions
which could potentially hinder change, grouped into four principal categories: "cultural,
social, organisational and psychological barriers” (p. 61). This model can be used as a diagnostic
tool to identify the root causes of resistance, thus supporting the design of meaningful and
effective interventions. Barriers to change are often ignored by change agents, who prefer to trust

that obstacles will not pose a problem if a change is implemented effectively. Acknowledging

50



and researching current barriers can enable constructive feedback, which, if acted upon, can lead
to a meaningful change process with time for issues to be addressed (Ellsworth & Ellsworth,
2010).

Scholars of military innovation highlight three overlapping elements to explain why
militaries often fail to adapt to change: organisational theory, bureaucratic politics, and
organisational culture (Allison, 1999; Halperin, 1974). Organisational theory sees military
organisations as highly resistant to change (Avant, 1993; March & Olsen, 1983).
For organisational theorists, militaries resist innovation because of structural systems, norms and
standard operating procedures that together focus behaviour on particular outcomes. The
literature indicates that one of the key issues with the current military structural system is
that rigid, hierarchical organisational structures can be a significant impediment to the generation
and management of new knowledge (Snyder, 2016). A hierarchical structure tends to simplify
and specialise learning tasks, decreasing the organisations’ capacity to adapt their behaviour over
time (Levinthal & March 1993). The current modus operandi is a highly functional mechanism
to ensure organisational stability and robust performance (Du Gay, 2000; Kallinikos, 2004;
Perrow, 1986). It is maintained through the formalisation and standardisation of structural
control mechanisms (Hasselbladh & Ydén, 2019), but can stifle innovation and cause paralysis
through over-analysis (Burr, 1998). Innovation is inherently untidy and cannot be controlled or
managed through a rigidly centralised system (Burr, 1998); nevertheless, efforts to eliminate
such messiness are made when a rigid hierarchy is imposed upon the process (Watts & Murray,
1996).

A potential solution is to develop a context adapted, LO model which functions within

the constraints posed by hierarchical organisational structures. For example, a flattened
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communication structure allows all members to voice their ideas and share their knowledge in
time and rank permissive settings (Freeman & Calton, 2020). This approach resists the
temptation to provide all the answers, instead encouraging solutions to come from all

ranks (Schein, 2004). The literature also indicates that a flattened communication structure
enhances information flow during challenging periods, allowing for open dialogue and
knowledge-sharing vertically, horizontally, or diagonally across the hierarchy (Kodama,

2017). At present, the rigid hierarchical rank structure that defines the military encourages a one-
way flow; by flattening communication structures and building an organisational culture where
every member is encouraged to share their ideas and knowledge, military LOs could maximise
their intellectual capital (Freeman & Calton, 2020). Pairing intellectual capital with an
understanding of the external environment could guide behavioural changes, enabling the
adaptability required to maintain effectiveness in dynamic operational environments (DiBella,
2010). Phase 1 training is designed to teach the cadets how the hierarchical system operates. In
the initial stages of the course, organisational and cultural customs — such as cadets sitting to
attention when an officer walks into a room — are implemented to over-exaggerate the rank
system. These are often relaxed as the course progresses.

A further organisational issue that challenges a sustained LO culture is the frequent
rotation of military leaders, who tend to change assignments every two to three years, bringing
shifts in vision, norms and expectations which can cause the organisation to regress and revert to
military cultural norms, such as hierarchical communication structures and deferring to
authority (Freeman & Calton, 2020). When the organisational culture and new practices are
established, this rotation may become an advantage, as leaders arriving at a new team will bring

their ideas and diverse experiences (Freeman & Calton, 2020). However, to enable this, the
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organisation will need to communicate the value of learning by modelling learning behaviours,
rewarding others' learning behaviour and establishing an atmosphere where individuals are
empowered to communicate and share their knowledge (Freeman & Calton, 2020). The clear
communication of these values would allow leaders to promote knowledge-sharing using the
established channels and processes. It would support continuous improvement, enable a shift
towards cultural norms that facilitate rapid learning and help all members of the enterprise
understand what it takes to become an LO and the benefits associated with doing so (Schein,
2004). At the College, the commissioned cadet spends on average no more than 18 months in an
instructional role.

An organisational culture emerges from these routines that reinforce norms, resulting in a
distinct entity with its own identity and momentum (Avant, 1993). In this model, even when
actors within a military organisation desire a change in strategy or doctrine, structural
mechanisms are likely to mitigate against it (Davidson, 2010). The literature on organisational
culture uses different terms with slightly different emphases to describe the same phenomenon.
Kier (1995) defines organisational culture as the set of basic assumptions and values that shape
shared understandings and through which these meanings are expressed, affirmed, and
communicated to an organisation's members. Other scholars focus on instructional memory, the
conventional wisdom of an organisation concerning its tasks and missions (Freedman et al.,
2004). Builder (1989) presents the theory of organisational personality, a face that individuals
can remember, recall and apply when evaluating future behaviour. An Armed Forces culture is
its personality and reflects its values, philosophy, norms, and unwritten rules. The culture has a
powerful effect in creating common underlying assumptions that guide behaviour and how

information is processed (Stroup, 1996). The Armed Forces’ culture can be a strength: its
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camaraderie and esprit de corps help individuals through challenging times. However, the same
culture may also be a liability if it becomes inappropriate or outdated and no longer contributes
to the organisation’s goals (Stroup, 1996). This culture is the product of interactions over
millennia and the quest to fulfil tasks in chaotic and lethal environments (Hasselbladh & Ydén,
2019). In Phase 1 training, the culture of the Armed Forces and the role of the Commissioned
Officer are often over-exaggerated, using cultural nuances specific to the College that are
designed to allow the cadets to become comfortable with their rank and standing but often fail to
translate to the wider Armed Forces.

Bureaucratic politics theory views the military as an amalgam of various subgroups and
branches, as just one agency among others within government (Altfeld & Miller, 1984), with
individual viewpoints within the organisation depending on role. Leaders of large organisations
seek to promote the importance of their organisation and to preserve its organisational essence,
that is, the dominant group's view of what the organisation’s mission and capabilities should
be (Rosati, 1981). In this model, roles and missions that challenge the essence are likely to be
rejected unless they are seen to enhance the importance and influence of the organisation
(Davidson, 2010).

Burr (1998) identified two factors that prevent militaries from adopting change: the
imperative to maintain readiness levels, and the culture: militaries cannot take time out to
redesign themselves for the future, nor can they pursue the more straightforward option of
starting a new with a clean slate. They must transform what they have (Sullivan, 1996). Burr also
identified that militaries are conservative and, therefore, generally resistant to change. Their
culture is embodied in a proud heritage and revered traditions (Burr, 1998), with senior personnel

often remembering the way the military was, rather than the way it is now. (Burr, 1998).
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To overcome these barriers, Burr recognised that any military change strategies must
address three interdependent factors: people, culture and the power of vision. He applied an
extension of the Clausewitizian concept of the remarkable trinity to understand the powerful
effects of interacting forces (Burr, 1998; von Clausewitz, 1989). In the context of military
change, he identified that organisational culture, human factors (people), and the power of vision
form a trinity in achieving positive change through their interaction. Sustaining the trinity
requires balancing the vision while simultaneously addressing individuals’ fears and
resistance (Burr, 1998). Leaders control the swing of the trinity through the creation of a shared
vision and an appropriate atmosphere to manage emotions, reassuring the organisation that core
values are not being challenged and providing a psychological safety net.

When managing the trinity, the vision engenders an understanding of what the destination
looks like and suggests a strategy for attaining it; it establishes goals and a purpose. The vision
clarifies the direction in which an organisation needs to move (Kotter, 2007) and a shared vision
is vital in providing a focus and energy for learning. This learning only occurs when people are
striving to accomplish something important to them; without significant and credible
communication, the hearts and minds of the troops will never be captured (Kotter, 2007).

To overcome these barriers, Burr recognised that any military change strategies must
address three interdependent factors: people, culture, and the power of vision. He applied an
extension of the Clausewitizian concept of the remarkable trinity to understand the powerful
effects of interacting forces (Burr, 1998; von Clausewitz, 1989). In the context of military
change, he identified that organisational culture, human factors (people), and the power of vision
form a trinity in achieving positive change through their interaction. Sustaining the trinity

requires balancing the vision while simultaneously addressing individuals’ fears and
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resistance (Burr, 1998). Leaders control the swing of the trinity through the creation of a shared
vision and an appropriate atmosphere to manage emotions, reassuring the organisation that core
values are not being challenged and providing a psychological safety net.

When managing the trinity, the vision engenders an understanding of what the destination
looks like and suggests a strategy for attaining it; it establishes goals and a purpose. The vision
clarifies the direction in which an organisation needs to move (Kotter, 2007) and a shared vision
is vital in providing a focus and energy for learning. This learning only occurs when people are
striving to accomplish something important to them; without significant and credible
communication, the hearts and minds of the troops will never be captured (Kotter, 2007). Within
the context of this research, the critical interlocking feature of the three elements of the trinity is
the instructors. They uphold and promote the culture of the College, carry out the hierarchy's
vision for the College and are responsible for the welfare and development of the cadets.
According to Schein (1992), culture is reflected by those elements of the most stable and least
malleable organisation. In this context, this is the body of instructors. Achieving an
organisational learning culture in an educational establishment requires frequent and deliberate
adjustments of classroom practice in response to new ideas rather than major strategic
reorientations (Crossan & Berdrow, 2003). Whilst all stakeholders in an educational
establishment should be actively seeking to improve both the content of and rate at which
organisational learning occurs (Louis & Gordon, 2006), the lived reality is these changes will
have to be driven by the instructors.

A significant line of research has emerged about the role of trust and respect among
instructors and students, influencing both improvements in school practices and student learning.

A large-scale longitudinal study conducted by Bryk & Schneider (2002) confirmed that the
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relationship between shared organisational shared norms and values and trust is vital within an
educational setting. Research also suggests that instructors' trust in the College hierarchy is
associated with student achievement (Hoy et al., 2006; Tschannen-Moran & Hoy, 1998).
Research has begun to highlight the actions that leaders take which positively or negatively alter
the culture in a school impact on student performance (e.g., Bryk & Schneider, 2002; Hoy,
Smith, & Sweetland, 2002; Tarter, Bliss, & Hoy, 1989). The instructors must balance gaining the

trust and confidence of the hierarchy while maintaining the cadets' trust and respect.

Conclusion

In summary, the college is about to embark on a period of profound educational change. It must
prepare the cadets for a complex, unstable and uncertain environment (MoD, 2017) and the most
financially viable solution hinges on achieving effective knowledge management (Hamel &
Prahalad, 1994). To this end, the college has chosen to affect a paradigm shift in its underpinning
educational philosophy, transitioning from a traditional didactic approach to an underpinning
philosophy of OBE. This shift poses a significant challenge in the form of numerous potential
structural and cultural barriers. Therefore, my intervention is necessary to identify and remove

these barriers and promote an adult learning environment.
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Chapter 4 — The reconnaissance Cycle

Chapter four starts with the articulation of the concerns which I had going into the
reconnaissance phase and the evidence which supported these. It then outlines the research

methods | chose to use, the data collected, and the conclusions | drew.

4.1 Initial concerns

At the start of this research, I had two interlinking concerns. The first was born out of my time as
a cadet: | felt the underpinning learning environment at the college was didactic and focused on
standardisation and conformity (Robinson, 2007). After reflecting on my time on 10T, | felt that
this pedagogical — or child-focused — teaching model was detrimental to my learning journey and
| was concerned that, if the same model was still applied, others may have a similarly negative
experience. My second concern related to Project Mercury’s task: to redesign 10T using an
Outcomes Based Education (OBE) model, which aims to foster higher order thinking skills,
including critical thinking, problem-solving, research, collaboration, and communication (Rice,
2011). To achieve this, teachers must empower cadets to learn at their own pace and according to
their capabilities (Iloanya, 2019). Success would require a shift from a content-based to a cadet-
focused approach and a supportive adult learning environment. This would require a shift in the
people, culture, and power of vision trilogy. It would require the people to become more
empowered, which in turn would require a significant shift in culture. | feared that, while the
project team would be designing new teaching content that would, in theory, educate military
officers to thrive in the fourth industrial revolution, the learning environment might not
effectively support the content. To use an aircraft analogy, | was afraid that we were trying to

build a state-of-the-art, F-35 Lightning aircraft using a Spitfire engine.
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4.2 Evidence to support my concerns

Before finalising the initial research questions, | analysed and triangulated all available internal

and external reports to identify any trends or areas for concern. This section details my findings.

Ofsted reports

The Ministry of Defence (MoD) training system was not subject to external scrutiny until four
soldiers died in suspicious circumstances between 1995 and 2002 at the Princess Royal Barracks,
Deepcut. Following the public outcry around the details of the deaths, Nicholas Blake QC was
commissioned to investigate the circumstances of the deaths and the MoD training system. His
report, published in 2006, recommended regular external inspections to ensure that the recruits’
welfare and officers’ duty of care were of an appropriate standard. As a result, the Adult
Learning Inspectorate (ALI) and, subsequently, Ofsted now carry out an annual inspection of a
sample of Phase 1 and 2 training establishments. Ofsted last inspected the College in 2015
(Ofsted, 2016), and awarded it Grade 1. On the surface, this would indicate that there are no
problems. However, it is worth noting that MoD Ofsted inspections do not assess teaching and
learning standards but focus solely on the duty of care. Each year the MoD inspection team
provides a summary of their key observations and these are used as a framework for an internal
audit of the College's policies and procedures. My key observations from these reports are

detailed below.

Selection and training of instructors

In 2005 the ALI observed that most instructors were recommended for their instructional roles
without their commanding officer ever having seen them instruct; fewer than half had any
relevant instructional background before taking up their post (ALI, 2005). The ALI

recommended a more robust selection process and the introduction of a training programme
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alongside a rigorous programme of continuous professional development (CPD) for instructors
(ALI, 2005; ALLI, 2007). At present, the selection system at the College does not require
instructors to teach a lesson or deliver a brief as part of their selection interview.

In 2005 the ALI recommended that instructors undertake CPD and regular performance
appraisals, (ALI, 2005). Ofsted reiterated this recommendation in 2011 but continued to observe
an absence of well-planned instructor CPD across MoD establishments. The same
recommendation was repeated in subsequent reports (Ofsted, 2011; Ofsted, 2012; Ofsted, 2013;
Ofsted, 2014). Ofsted formally recommended that units develop a system of observations and
monitoring to provide quality developmental feedback to instructors (Ofsted, 2013) and that
instructors should receive a wide range of CPD opportunities to develop their skills beyond the
minimal defence instructional qualification, the Defence Train the Trainer (DTTT) course. To
date, the College has not implemented a formal CPD programme or regular performance-based
observations.

The Blake QC Report (Blake, 2006) highlighted several failures in instructor training and
prompted a military instructional training course to be designed; as a result, all Phase 1
instructors must complete the DTTT course. This course is externally accredited as a Level 3
Award in Education and Training, or Level 4 if the instructor completes 60 hours of formal
recorded teaching and a substantial amount of mentoring and guidance in the workplace. The
DTTT course provides instructors with a very formulaic set of instructional techniques,
advocating a ‘sage on the stage’ approach, as opposed to the ‘guide on the side’ approach
promoted in OBE. OBE requires instructors to actively encourage cadets to construct knowledge
in their minds (Olusegun, 2015), which is a paradigm shift in the instructional skill set needed.

This may prove a challenge, as instructors in an OBE setting are expected to understand how
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cadets learn, how to teach effectively to ensure that learning takes place and how to include
aspects of pedagogical content knowledge that incorporate language. If the college is to
successfully implement OBE, it must upskill its instructors. They will be required to reflect on
their practice by questioning themselves and their strategies and will become expert learners
(Olusegun, 2015) rather than expert transmitters and controllers; however, this potentially
presents a considerable challenge for instructors who have had only two weeks’ formal training
in instructional techniques. The stark reality is that instructors will be asked to teach using a

cadet-centred approach with the same qualifications as a teaching assistant.

Sharing of good practice and knowledge

The ALI recommended the implementation of mechanisms to share best practice (ALI, 2005;
ALLI, 2007). They also observed limited processes for sharing knowledge with other
establishments across the MoD, especially in best practice areas (ALI, 2005; ALI, 2007). A
further four Ofsted reports (Ofsted, 2012; Ofsted, 2013; Ofsted, 2016; Ofsted, 2017)
recommended a more comprehensive approach to sharing good practice, innovation, and
knowledge across the MoD training community. To date, no mechanism for sharing best practice
or knowledge has been implemented at the College or across the MoD. The sharing of best
practice could be an advantage when implementing OBE: instructors will have to be expert
classroom researchers and collaborators (Devlin-Foltz 2010) and such sharing could encourage a
clear vision of what good teaching looks like, along with the opportunity to experience,
demonstrate and promote a knowledge of curriculum that embodies good professional practice.
One way of seeing this materialise could be to ensure that instructors can share ideas in an open

community of practice and structured supervision (lloanya, 2014).
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Making and responding to complaints

The Blake QC report (Blake, 2006) noted that an MoD training unit's efficiency depended on
mutual trust between cadets and their instructors. The abuse of power destroys that trust;
therefore, a training establishment should have a transparent reporting system for complaints and
address them through prompt and thorough investigation (Blake, 2006). The Cadet Survey,
however, indicated that only 44% of cadets felt that the College had handled their complaints
fairly (MoD, 2018). The main reason, cited by 71% of qualitative responses, was that cadets
believed that making a complaint would cause them problems on the course. Other reasons cited
included that complaining negatively impacted career progression, and that people who complain
were considered troublemakers. There is no direct correlation between OBE and making a
complaint, but OBE is a learner-centred approach that relies on a more humanist, constructivist
approach (Lambert & McCombs, 1998). It requires "teacher empathy, unconditional positive
regard, genuineness, non-directivity and the encouragement of critical thinking™ (Cornelius-
White, 2007, p114). If cadets feel they cannot be open about their experiences, the current cadet-

teacher relationship may require work before introducing OBE.

Potential barriers to learning

In 2017 the College management team commissioned a survey of newly graduated Junior
Officers, their immediate line managers and the instructors who taught them. The results were
used to determine whether the course required rewriting; a thematic analysis of the qualitative
data illustrated several criticisms, indicating possible barriers to learning. The newly graduated
officers stated that they were taught in a punitive and prescriptive way and felt that, while IOT

should foster pride in achievements, it only punishes mistakes (22 Group, 2017). They stated that
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training was too theoretical and outdated and that IOT does not inspire confidence, as
questioning is not encouraged. They noted that handouts were of low quality and teaching
techniques were outdated, with an over-reliance on PowerPoint. The exercises did not help them
prepare for the situations they faced on leaving training and the instructors lacked credibility,
resulting in a lack of pride for cadets, who did not feel like officers on graduation. Some of the
cadets” comments were reflected in the remarks of instructors and senior leader, who agreed that
more practical application was required, especially in interpersonal skills and self-awareness, and
noted that critical thinking should be encouraged, as Junior Officers lacked confidence in their
abilities and did not handle stressful situations well; nor could they find information for
themselves once they graduated (22 Group, 2017).

For OBE to be successful, the instructors will have to create empowered, confident, self-
motivated learners (Sharkey & Weimer, 2003). The power in the classroom must move from the
instructor to the cadets (Gavrail-Jic, 2013), with the teacher no longer an undisputed figure of
authority but a partner in learning, willing and able to step aside to let the cadets take the lead
(Sharkey & Weimer, 2003). The instructor is there to connect cadets to resources, and to design
activities and assignments that engage them (Gavrail-Jic, 2013). The survey, however, appears to
indicate the opposite: from the cadets’ perspective, the instructors are in sole control, the

resources available are outdated and, as individuals, the instructors are not credible.

4.3 Establishing the initial research questions

The literature indicated that the topic and question researched must have sufficient depth to
warrant thorough examination, as nothing shapes the path of research as much as the research
topic and the questions that follow (Johnson & Christensen, 2012). Hubbard and Power (2003)

advise that the research question must be manageable in terms of time required and budgetary
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limitations (Fraenkel & Wallen, 2003) and be evaluated against practical considerations (Mertler
& Charles, 2011) to establish research parameters (Schwalbach, 2003).

To frame the research questions and produce a hypothesis, | used the five-why-process
for problem identification (Mertler, 2017) (see Figure 3), which helped me frame the research
questions for the reconnaissance phase (see Figure 4) and link them directly back to my initial
concern that the college did not have an adult learning environment. Therefore, | focused on
establishing whether such a learning environment did exist. | chose to limit my sample set to the
cadets undertaking 10T rather than the other college courses. This decision was driven purely by
practicality: 10T is 24 weeks long, while the other courses last a maximum of 11 weeks. At any
one time, there are three terms of 10T in residence, with a maximum of 120 cadets on each,
giving me a potential research pool of 360 cadets, compared to a maximum of 50 on the other
courses.

After identifying and defining the boundaries of the topic, the next stage was to engage in
preliminary information gathering or reconnaissance (Mills, 2011). This stage involved taking
the time to gather data using different techniques to identify the full extent of the situation
(Elliott, 1991). To mitigate the power differential between the cadets and myself, | selected three
research methods, gradually increasing personal contact to allow the cadets to become

comfortable with the research process (Holian & Coghlan, 2013).
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65

What specific problems have you observed
Cadets at the college are frustrated because they are being treated like

children and being forced to learning in a didactic environment

Why does/ doesn't this happen?

learned at school/ umversity

The learning environment at the college does not match how they

Why does/ doesn't this happen?

The cadets are not given any responsibility for their learning

Figure 3 — Five ‘why’ problems for identification, adopted from Mertler’s (2017) five-why-

process for problem identification

Research Title
An action research project to promote a 21 Century
adult learning environment in a Phase 1 military unit

Initial hypothesis

environment

At present the college does not have an adult learning

Initial questions
1. TIs there an issue?

2. What is the nature of the issue?
3. Can anything be done about the issue?

Initial Research Questions

1. At present, is there an adult learning environment at
the college?

2. What barriers, if any, are currently in place to stop
the cadets learning as they report they want to learn?

3. If necessary, how do I begin to remove these
barriers to promote an adult learning environment?

Figure 4 — Reconnaissance cycle research questions




4.4 Justification for the selection of the research methods

This section aims to illustrate why | selected the techniques used in the reconnaissance stage
research.

Online Cadet Questionnaire

For the first data collection, I chose an online questionnaire which allowed me to access all the
cadets in residence (Bowling, 2002). Using an online medium significantly increased my pool of
participants (Ahern, 2005) and allowed me access at a distance (Wharton et al., 2003), thus
minimising the power differential and providing an anonymous reporting method (Cantrell &
Lupinacci, 2007). | sent each cadet an email with a link to the survey and a QR code, which
allowed them to complete the survey on a PC or mobile phone, as response rates tend to be
higher when researchers make it easy for people to participate (Roos, 2002). A direct link to the
questionnaire can aid response rates (Cantrell & Lupinacci 2007). Distributing the survey in this
format was quick and facilitated responses (Ahern, 2005; Beling et al. 2011). | did not employ a
strategic sampling technique as | wanted to capture the whole cadet body.

| was clear in the invitation email that participation was optional and that individuals
could opt out at any point in the process. | needed to allay any fears about confidentiality, as a
lack of trust (Millar & Dillman, 2011) can lead to a lack of responses (Morrel-Samuels, 2003;
Saewyc et al., 2004). | was conscious that individuals may misrepresent themselves online and
adopt fictional identities to please the hierarchy (Whitehead, 2007) so, to combat this, | asked the
cadets to be as open and honest with their responses as possible.

When constructing the questionnaire, |1 was conscious of the time pressure on cadets and,
therefore, ensured it was as short as possible. Adopting the Likert scale for some responses made
it quicker for the cadet to complete and rendered the coding less open to interpretation (Hasson
& Arnetz 2005). | also included an option to insert free text on several questions as | wanted to
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understand how cadets interpreted their learning experiences. The first section focused on the
respondent's demographic information; some of the independent variables that shape individuals'
identities. | included these separate variable questions in Section 1 to enable the demographic
information to be compared to Section 2 responses to determine trends (Abdelal et al., 2009).
Researchers have found that poorly worded sensitive questions can negatively affect survey
outcomes by decreasing return rates (Tourangeau & Yan, 2007). Therefore, | articulated the
questions to represent participants' identities; for example, when asking participants to identify
their gender, I asked: "Which gender do you identify with?" rather than the more traditional
question and included an “other” option for those who do not identify with a specific option.

I chose to focus the body of the questionnaire on two main areas: the cadet's perception
of the existence of an adult learning environment, and any potential barriers to learning. | chose
to include Knowles' (1980) principles of adult learning in the question description so that the
cadets had a frame of reference for what an adult learning environment looks like. | piloted the
questionnaire using a sample of 20 cadets in order to trial both the online system and the
question set (Polit & Beck, 2006). | had a 100% response rate and held a small focus group to
discuss the wording and layout. The pilot indicated that there were no significant issues with the
system or questions. The only amendments made were to correct two minor grammatical errors.

A copy of the questionnaire can be seen in Appendix C.

Draw and write technique

The second data collection method chosen was the draw and write technique. | have successfully
used this technigue on several occasions in a military setting and find it helpful to illuminate and
simplify people's understanding of complex constructs (McWhirter, 2014). | have consistently

found that asking members of the Armed Forces to express their opinions through drawing is
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such a novelty that they become more open and forthcoming, and this outcome was confirmed in
this context. | have found that draw and write exercises allow those who find it challenging to
convey their feelings verbally to express their fears, emotions, feelings and thoughts through
both art and text (Hill et al., 1996). The diagrams and images produced presented insights that
were increasingly independent of discursive relations because the images created powerful
alternative ways of understanding social relationships. During the draw and write process, |
found that inviting a cadet to draw a picture and asking them to talk about it placed them in the
role of an expert, conveying a message that I valued their thoughts (Rollins, 2005) and that they
were safe to express them. The process offered an alternative form of communication for the
cadets acting as source data, clarifying their meaning, and exploring the relationships between
emerging concepts (Buckley & Waring, 2013).

| piloted the draw and write exercise with five IOT cadets who were injured and on a
separate rehabilitation programme. They completed the task successfully, and the only changes
required were grammatical amendments. The draw and write exercise and subsequent focus
group took place over two days. On the first day, | met the cadets for half an hour to introduce
myself and the research and to hand out the research information paperwork and draw and write
packs. | was acutely aware that draw and write is not an egalitarian methodology, free from
power gradients or independent of the cadets’ culture or setting (Pridmore & Bendekow, 1995;
Backett-Milburn, 1999). Therefore, | consciously adopted a relaxed and informal approach to
reduce the power gradient and put them at ease. As with the previous draw and write exercises
that | have conducted with Armed Forces personnel, as soon as the colouring pencils appeared,
the participants relaxed and began openly arguing amongst themselves about who had the best

set of colours. The cadets had 18 hours to complete the draw and write tasks and return them
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anonymously to a designated drop-box. The task sheets for the draw and write exercise appear in
Appendix D.

Critiques of the draw and write technique have focused on the positivist notions of
validity and reliability. In qualitative research, these concerns are often described as credibility,
neutrality, confirmability, consistency or dependability and transferability (Lincoln & Guba,
1989). As the purpose of a draw and write exercise is to understand or explain the respondent's
perspective, these terms are more relevant (McWhirter, 2014). To ensure that | had interpreted
the data accurately, I used the focus group to cross-check my interpretation of the information
(Gabhainn & Kelleher, 2002) and used the same researcher who had conducted the blind analysis
of the questionnaire data to confirm the applicability of the coding framework (McWhirter,
2014). The literature indicates that a greater awareness of the culture on the part of the researcher
can help interpret the findings (McWhirter, 2014). As the second researcher and | have both been

cadets and staff members at the College, we were able to decipher any cultural nuances.

Focus group

A focus group is a group of individuals selected and assembled by a researcher to discuss their
personal experiences (Powell & Single, 1996). Focus groups originated in sociology (Merton &
Kendall, 1946) and were initially used in market research but, more recently, they have become a
powerful tool for exploring opinions and attitudes in the social sciences or related disciplines
(Smithson, 2000). The literature indicates that the researcher can guide a focus group to become
an organised discussion (Kitzinger, 1994), collective activity (Powell & Single, 1996), social
event (Goss & Leinbach, 1996) or interaction (Kizinger, 1994) to obtain perceptions of a defined

environment (Krueger, 1998).
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| chose a focus group to complement the draw and write activity and | conducted it as an
organised, semi-structured discussion. | opted for a focus group over group or individual
interviews, as focus groups can generate data from the interactions between participants (Stokes
& Bergin, 2006). The literature has shown that, when group dynamics are positive, participants
can work alongside the researcher, taking the conversation in often unexpected directions
(Sageo, 2012), and | found this to be accurate. Focus groups can help clarify and explore
participants' views in ways that would be less easily achievable in an individual interview
(Sageo, 2012) as participants can bounce ideas off one another and | also found this to be true.
The extent to which participants know each other can be both an advantage and a disadvantage: a
greater familiarity may facilitate more open responses or, in other cases, may close down
dialogue (Williams & Katz, 2001). The cadets were a homogeneous group who had lived and
worked together for nine months and | found them to be very open and honest with one another.
They challenged each other's comments respectfully and showed a high level of emotional
intelligence when discussing sensitive topics.

Focus groups can facilitate an exploratory approach (Vaughn et al., 1996), exploring
individuals’ knowledge and experiences, how they think and why (Kitzinger, 1994). This
approach was invaluable when analysing the qualitative data gathered from both the
questionnaires and drawing and writing exercise. The participants were able to review the data
and give examples of where they had experienced some of the barriers to learning, thus
independently generating new ideas and knowledge (Barnett, 2002). This process allowed me to
observe how the cadets constructed this knowledge and expressed it through tone and body
language (Barbour & Kitzinger,1999). | explained, expanded, and illuminated the findings and

gained new understandings (Khan et al., 1991). This cross-referencing of the data allowed me to
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triangulate, refine information and elicit new information about a topic by examining it from a
new angle (Nassar-McMillian & Borders, 2002). This process allowed me to discuss and clarify
answers to my initial hypotheses and generate new ones.

The reported advantages of using a focus group in an education setting are that the data
can assist with programme development or evaluation, determining needs and assessing the
effectiveness of a curriculum topic (Williams & Katz, 2001). Engaging a sample of the target
population as participants can provide an efficient means of both programme development and
adaptation. Focus group discussions can provide valuable insights into whether a programme or
service has achieved the desired goals (Sageo, 2012). | found this to be the case: the cadets were
able to talk me through their lived experience of subjects, how they flowed and how they were
delivered. I reiterated that they were experts in their own experiences and invited them to make
collaborative decisions on overcoming the barriers (Goss & Leinbach, 1996); both the cadets and
| found this process powerful. At the end of the session, several cadets thanked me for allowing
them to discuss their experiences; discovering that others had experienced the same issues had
been cathartic.

The literature is divided on whether a focus group is conducive for eliciting information
about sensitive topics. Some authors, such as Suyono et al. (1981) and Mack et al. (2005),
suggest that focus groups may not be the best method of acquiring highly personal or
confidential material. Conversely, Khan et al. (1991) indicate that they can be suited to subjects
of a sensitive nature if conducted well. A group setting is not always ideal for encouraging free
expression, as the group may inhibit discussion (Khan et al., 1991) or group norms may silence

voices of dissent (Kitzinger 1994).
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When planning the research methodology for the reconnaissance phase, | had not
anticipated that we would be discussing sensitive topics. Once | received the draw and write
data, I realised that the topics I needed to discuss could be sensitive, but I chose to continue, as
the participants were a homogenous group (Vaughn et al., 1996). 10T is designed to bond cadets
through adversity, so | assumed that the cadets would show an appropriate level of emotional
intelligence when discussing the topics required. Throughout the focus group, it was apparent
that they were articulate and comfortable talking about sensitive subjects, so much so that they
disclosed a potential safeguarding issue.

A significant feature of focus groups is the role of the moderator who guides the
conversation, ensuring that the conversation remains on topic and that no single voice is
dominating (Sageo, 2012). | chose to moderate, but with minimal input as | wanted to ensure that
the power differential remained neutral. | decided to stimulate the initial discussion and then step
back and encourage as much interaction as possible. Participant exchanges are a critical feature
highlighting their view of the world (Kitzinger, 1994); these interactions enabled participants to
ask questions of one another and re-evaluate and reconsider their understanding of their specific
experiences (Gibbs, 1997).

The venue should be convenient for participants and neutral, to avoid either negative or
positive associations with a site or building (Powell & Single, 1996). Due to the cadets’ lesson
schedule, I could not take them to a neutral venue off-site, but | chose a room that was familiar to
all and where the seating was configurable. This promoted an openness and willingness to talk,
two factors vital to this focus group (Barnett, 2002). | intended to split the focus group into two
halves, the first looking at barriers to learning and the second looking at how they would like to

learn. | started the conversation by showing the cadets the coded barriers and sub-barriers | had
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identified from the questionnaires and drawing and writing exercise. | also showed them a
selection of pictures from the draw and write exercise, having previously gained permission from
the group to show the images.

Before the session, | had written the five principal code headings on a whiteboard. | then
invited the cadets to discuss each barrier in turn. To empower the group, | handed over control of
the whiteboard pen to a willing volunteer who took notes. This worked well, as the cadet who
was scribing began to act as a deputy moderator and relinquishing the role of scribe freed up my
capacity to observe the room and moderate the discussions. | opened the conversation with the
code | felt to be the least controversial — timetabling — and asked the cadets whether they could
identify any issues they had experienced with learning flow. There was a five-second pause
before one of the cadets said, "OKk, I will start this, let's face it, this place is a cloud of
mismanagement.”" From that point onwards, the comments flowed freely. The focus group was
due to run for 45 minutes, but the cadets asked to remain as they had a free period afterwards and
wanted to continue. The meeting lasted an hour and a half, and the focus remained on barriers to
learning. While I had initially been keen to cover both topics, the information that | received on
the barriers was so powerful that I assessed | had sufficient data and did not want to stem the
conversation.

I chose not to video record the focus group as | needed to build the cadets' trust, and
videoing can be invasive (Barnett, 2002). | did not have the opportunity to run a pilot focus
group due to the short interval between the return of the draw and write exercise and the live
focus group. | did speak to several cadets on a one-to-one basis and asked their feelings on video
and audio recording. Their unanimous response was that any form of formal record would raise

suspicion and reduce the quality and honesty of answers. Instead, | chose to use an additional
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researcher to observe and make notes of quotes, non-verbal reactions, and facial expressions

(Khan et al. 1991). For consistency, | used the researcher who had coded the previous data.

4.5 Coding of qualitative data

Questionnaire

Question 7 invited cadets to detail any barriers to an adult learning environment that they had
experienced at the college. This question generated a large volume of qualitative data; to make
sense of it, | had to select an appropriate analysis technique. A wide variety of literature
examines the assumptions underlying the analysis of qualitative data (Patton, 2002), much of
which is associated with specific approaches, such as grounded theory (Strauss & Corbin, 1998),
phenomenology (van Manen, 1990) or discourse analysis and narrative analysis (Potter &
Wetherell, 1987). However, some analytical approaches do not fit within one specific tradition
and are seen as falling within a critical realist epistemology (Miles & Huberman, 1994) and |
chose to adopt one such approach: open-axial inductive analysis. This form of coding allows the
researcher to reduce, organise, explore, and analyse the data to build theory (Lefebvre, 1991).
The use of inductive analysis is common in various qualitative data analyses. It is rooted in
grounded theory (Strauss & Corbin, 1998) and allows research findings to emerge from the
frequent, dominant, or significant themes inherent in the raw data, without the restraints imposed
by structured methodologies (Thomas, 2006).

Grounded Theory (Glaser & Strauss, 1967) was developed in response to criticism
directed at the lack of rigour in interpretive research (Denk et al., 2012). It was initially intended
as a systematic approach to the investigation of subjective perceptions of reality, providing
guidelines for systematic and reproducible data analysis including rigorous analytical procedures

(Goulding, 1998). As the theory developed, Glaser followed the original approach, maintaining

74



distance and independence from the study (Locke, 1996) while, in contrast, Strauss (1987)
encouraged researchers to build their studies on existing knowledge gained from prior personal
and professional experiences. As grounded theory methods evolved, some theorists started to
depart from the original notion of pure inductive coding, arguing that researchers inevitably
bring a previous theoretical stance and expertise to the coding process (Charmaz et al., 2000;
Polkinghorne, 1995, Strauss & Corbin, 1998). It was this stance that drew me to the approach
detailed by Miles and Huberman (1984), who advocate for the mass reduction of data in the first
stage of the analysis by selecting, focusing, simplifying, abstracting and transforming the data
that appear in written-up field notes or transcriptions (Miles & Huberman, 1984).

| took care to avoid overly simplistic or naive interpretations based on assumptions
(Grubs & Piantanida, 2010) and used a second researcher who holds a social science master's
degree and who has been both a cadet and an 10T instructor to blind code the data in parallel to
myself for convergence. These multiple interpretations, alongside the triangulation of data
gathered from the draw and write exercise and the focus group, allowed me to ratify my coding
system (Grubs & Piantanida, 2010). | began the coding by reading the text from start to finish. |
considered the various meanings inherent in the data and identified and allocated a hierarchy of
category codes (Thomas, 2006). This hierarchy was built on Strauss and Corbin’s (1998) open-
axial and selective organisation theory. Strauss refers to a core category in a behaviour pattern
underlying a predetermined research question (Denk et al., 2012). Axial coding was performed
by grouping similar concepts under the common category (Strauss & Corbin, 1998) of barriers to
an adult learning environment. This open approach to coding was initially overwhelming, due to
the sheer number of new codes. As the analysis progressed, similarities and differences amongst

codes appeared, creating a more manageable number (Gioia et al., 2013).
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Draw and write exercise

All 20 cadets selected to participate in this exercise completed it. Their comments and drawings
were reviewed systematically for content and coded into categories according to the general
meaning conveyed. With a few exceptions, the writing was analysed, rather than the images
(Wetton & McWhirter, 1998). As this data was qualitative, | conducted an axial open-coding
thematic analysis as for the questionnaire and analysed the qualitative comments alongside
corresponding feedback from the questionnaire. This analysis followed recommendations made
by Coffey and Atkinson (1996). The pictures were taken at face value and verified for content
and meaning at the focus group; this approach avoided misinterpretation by reporting what the
cadets had to say (Horstman et al., 2008) and not what | supposed them to have said. Where |
analysed images, written words accompanying the drawing clarified it (Pridmore & Lansdown,
1997). As for the questionnaire, | asked a second researcher to blind analyse the data. For

consistency, | used the same researcher who coded the questionnaires.

Focus group

During the focus group, the cadets noted on whiteboards the barriers they had experienced. They
confirmed that my interpretation of the information provided to date was representative of the
barriers they had experienced but asked for the code titles to be amended (as detailed in the
results section). The whiteboard notes were coded using the same axial open-coding framework
used for data from the draw and write session and the questionnaires. The qualitative data from
the focus group was merged with the data collected previously and re-coded using the cadets'

amendments. At the close of the focus group, | asked five questions and took a straw poll of the
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answers. | had planned to ask only the first two questions; the additional questions emerged in

the course of the session.

4.6 Reconnaissance phase results

In structuring this section, | have placed the data under the relevant research question. When

reading the results section, you may wish to refer to the following Appendices:

Appendix Title
E Images of the cadets’ notes from the focus group
F The complete qualitative data set for the reconnaissance phase
G Results from the focus group straw poll
H Draw and write exercise returns
I Coded data from the reconnaissance phase questionnaire
J Image of the college wall drawing, drawn during the focus group

Research questions

Table 1 — Relevant Appendices

QL1: Is there an adult learning environment at the college?

Data collected from the reconnaissance phase questionnaire

When asked, “In your opinion, does the college currently have an adult learning environment?”

58% of all respondents answered no, and 42% answered yes. Whilst these percentages appear to

be close, when the data is broken down into terms, there is a clear difference. In term one, 60%

of cadets indicated that there was an adult learning environment compared with 60% in term two

and 15% in term three.
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Data collected from the focus group

When asked, “Do you feel there is currently an adult learning environment at the college?”” 100%
of the correspondents answered no. The cadets from the focus group were in term three. When |
asked them why there was such a difference between the percentage of cadets that indicated
there was an adult learning environment in term one and term three, they indicated that it was
because in term one you expect the course to progress and that you would eventually be treated

like an adult. They indicated that this was not their experience.

Data collected from the draw and write exercise

Several pictures with gqualitative data attached indicated the presence of barriers to adult learning.

I have included a selection below.

Figure 5 — Draw and write submission indicating that the college does not have a safe learning

environment.
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Figure 6 — Draw and write submission indicating that the cadets are afraid to speak openly.

Figure 7 — Draw and write submission indicating that cadets felt patronised.

Q2: What barriers are currently in place (if any) to stop the cadets learning in the way in
which they report they want to learn?
Data collected from the draw and write exercise and reconnaissance phase questionnaire

When | analysed the qualitative data from the draw and write exercise, five principal codes or
“barriers” emerged, each with a series of sub-codes. The barriers that emerged were timetabling,

staff, teaching methods, fear, and curriculum.
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Figure 8 — Overview of the codes and sub-codes from the reconnaissance phase draw and write

exercise and questionnaire.

Data collected from the focus group

During the focus group, the cadets verified the data analysis from the questionnaire and draw and
write exercise and acknowledged that it accurately represented their perception of the current
barriers to learning. After discussing the main barriers in detail, they asked for the data to be re-

coded under the following headings.
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Figure 9 — Principal codes as identified by the cadets.

Reconnaissance phase discussion
In structuring this section, | have placed the relevant area of the discussion under the related

research question.

QL1: Is there an adult learning environment at the college?

Three notable trends were observed in the quantitative data. Each is discussed below.

Trend 1- In the reconnaissance phase questionnaire, 100% of all under 21-year-olds answered
‘no’.

Trend 2 - 100% of those aged 41 and upwards answered no’.

Age is a significant factor in learning preferences and outcomes (Bamber & Tett, 2000;
O'Donnell & Tobbell, 2007; Knowles, 1980; Montgomery & Groat, 1998). Most of the research
in this area has focused on the use of technology over the last twenty years and indicates that
those born after 1982 have grown up with technology (Hunter-Revell & McCurry, 2010) and are,
therefore, more likely to feel comfortable learning in an interactive classroom environment,
using technology, studying independently and multi-tasking (Corbin, 2017). They tend towards
independence and autonomy (Corbin, 2017) and demonstrate an intolerance for traditional,
lecture-style teaching (Carlson, 2005; McGlynn, 2005; Hunter-Revell & McCurry, 2010; Roehl
et al., 2013), preferring participative and collaborative learning styles (Amir et al., 2001). Roehl

et al. (2013) therefore urge that teachers should flip the classroom to accommodate active

81



learning, incorporating technology and learner-centred activities (Corbin, 2017). These theories
may explain why 100% of under 21-year-olds felt that the College did not have an adult learning
environment, particularly because, when this research took place, the College had no WIFI
infrastructure or portable technology access. Previous research also indicates that older cadets

who can draw on life experiences tend to be more independent learners (Corbin, 2017).

Trend 3- There was a significant difference in results between the three terms: 60% of those in
their first term thought the College had an adult learning environment, compared to only 15% in
their third term.

The first term is fast-paced and dynamic: cadets are expected to master kinaesthetic activities
such as foot drill and weapons handling. As the terms progress, the practical aspects decrease
and the academic content increases. This progression may account for the disparity between

results.

Q2. What barriers are currently in place (if any) to stop the cadets learning in the way in
which they report they want to learn?

The barriers to learning cited in the questionnaire appeared to align with those noted in the draw
and write submissions. To verify this, | asked the focus group to review the five principal codes
or barriers to learning — timetabling, staff, teaching methods, fear, and curriculum — and discuss
the sub-themes which had emerged under each. When the cadets initially reviewed them, they
agreed that they were representative of their experiences but, as the session progressed, they
asked if the sub-themes could be simplified and regrouped. After much discussion and debate,

they asked if they could also regroup the principal codes to what was being delivered, how it was
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delivered, and the cadets' relationships with staff. Initially, | was taken aback by the simplicity of
this suggestion, but I could envisage their experiences through their comments, and the themes
flowed.

The cadets explained that the curriculum was outdated but they accepted this as it was
under review. They acknowledged that it was frustrating but not excessively distracting and, as
most of the cadets had not served in the military previously, they were not all aware that the
information was incorrect. Those who had previous experience found it awkward as they had to
‘unlearn” knowledge at times but, after initial frustration, they became sanguine. The cadets felt
that the methods used by the instructors to deliver the lessons were frustrating, and teaching
techniques felt outdated and repetitive. However, they doubted that more innovative teaching
techniques would be effective until the staff's relationships with the cadets improved. They
concluded that they could have taught themselves most of the course elements from books or the
internet, but they could not learn how to function in the military without the guidance of a
member of staff, and it was this element that they felt they lacked. We spent most of the session
discussing how the cadets interacted with their instructors. | labelled the principal code related to
these interactions as "staff", but the cadets asked me to change this to "cadets' relationship with
the staff". During the discussion, | was taken aback by the rawness of some of the comments.
The cadets related their experience to the image of the College wall from the draw and write
exercise, and verbally expanded on it. As the discussion progressed, | suggested they could
recreate the wall from their comments and the scribe wrote their words on the board. A copy of

the original image can be found at Annex J. | have recreated it below.
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Instructors Cadets

They don't know us We dont know them

They don’t know their job We don’t know what our limits are

They don’t know how to
speak to us

We dont know how to speak to
them

They don’t know how to We can’t relate to them

relate to us

They cant teach We are teaching ourselves

111111
(ARRNA

They don't practice We don't know what the standards
what they preach are

Figure 10 — The College wall
This drawing was a defining moment for me as | began to see the cadets’ relationship with the
staff through their eyes. | was transported back to my relationship with my Flight Commander,
which was almost identical. The cadets’ colourful and unemotive articulation was admirable, and
| was impressed by their emotional intelligence in linking causes and effects. While the cadets
were discussing the wall, 1 began to google the concept of psychological safety; | had read about
it in leadership and management blogs and felt it aligned with the discussion. The concept has
had a recent rebirth in business and organisational leadership (Edmondson & Lei, 2014). | pulled
up two definitions from google on the smartboard, along with the images below, and gave a brief

introduction.

"Psychological safety /.../ is being able to show and employ one's self without fear of

negative consequences for self-image, status or career.” (Kahn, 1990)

"Psychological safety, the feeling that taking interpersonal risks will not result in
embarrassment, ridicule, or shame, enables people to engage, connect, change and

learn.” (Edmondson & Lei, 2014)
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Figure 11 — The cycles of psychological danger and safety (Joseph 2016).

As | described the concept of psychological danger, | could see the body language in the room
begin to change; some started to laugh and smile, and one turned around and said, "You have just
summed up my time here in one concept." They began to discuss where the feeling of
psychological danger had arisen and, after much debate, concluded that their inconsistent
relationship with the staff resulted in psychological danger. The literature indicates that
physiological safety is critical in a learning environment: individuals who feel psychologically
safe share information and knowledge related to their work and focus on accomplishing team
goals.

In contrast, members of a psychologically unsafe team are hesitant to voice their doubts,
report errors or discuss critical issues (Edmondson & Lei, 2014). Research indicates that
psychological safety is a crucial enabler of learning behaviours (Edmondson, 1999; Cannon &
Edmondson, 2001, Kahn, 2001). When team members do not feel safe, learning opportunities
decrease, team dynamics are inhibited, and team performance is undermined. Feeling

psychologically safe may lessen barriers to engagement and allow individuals to freely exercise

85



their agency to activate and interact with the world around them (Wanless, 2016). When
individuals feel psychologically safe, taking an interpersonal risk does not seem to pose an
intolerable threat to their identity or sense of self (Edmondson & Lei, 2014); they are more likely
to enact self-regulating strategies such as offering ideas, admitting and learning from mistakes,
asking for help, engaging in learning opportunities, providing feedback to others and speaking up
(Edmondson & Lei, 2014; Hirak et al., 2012, Holley & Steiner, 2005). When individuals do not
feel psychologically safe, they may be disengaged from opportunities to learn and grow
(Hamilton et al., 2004). Working or living in a psychologically unsafe environment may limit an
individual's willingness to engage in experiences that would facilitate their development (Detert
etal., 2011).

I closed the session with a summary of what we had discussed and asked the group which
barrier they felt had the most significant impact on the learning environment. They unanimously
agreed that it was their relationships with the staff. They acknowledged the existence of other
barriers but stressed that psychological safety and the emergence of an adult learning
environment would not occur until the cadet-staff relationship improved. The issue of
psychological safety appears to straddle each of the elements of people, culture, and power of
vision. To create a balance, the relationship between the instructors and cadets (people) will need
to improve. This will require a change in culture and for it to be effective, it will require a shared

vision of how they interact.
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Conclusion

To reach my conclusions, | have answered the initial research questions.

QL. Is there an adult learning environment at the College?
The triangulation of the data from the reconnaissance phase questionnaire, draw and write
exercise and focus group indicate that there does not appear to be a consistent adult learning

environment at the College. It appears to vary considerably across the terms.

Q2. What barriers, if any, are currently in place to stop the cadets learning in a way in which
they report they want to learn?
The triangulation of the data from the reconnaissance phase questionnaire, draw and write
exercise and focus group indicate that there are three key barriers to learning which encompass
several sub-barriers. They are:

1. What is being delivered

2. How it was delivered

3. The cadets’ relationships with the staff.

Q3. If required, how do | begin to remove any barriers to learning to aid the promotion of an
adult learning environment?

The data from the reconnaissance phase indicated that the College did not have an adult learning
environment and that multiple barriers existed which, if removed, could aid the development of

an andragogical approach. I have chosen to outline the options for action in the literature review.
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4.7 Validity of the results

Online questionnaire sample set
Learning occurs in an andragogical environment by relating new information to learners' lives
(Akin & Akin, 2014). Therefore, the analysis of the cadets' statistical data was vital before
making any recommendation to adopt an adult learning approach. Cadets must have the maturity
and life experience to share responsibility for the learning process; therefore, understanding the
cadet demographic is critical. To illustrate the demographics of the cadet population, I analysed
the results against the relevant information from the College's statistical summary for the
corresponding academic year. For comparison, | have also analysed them against statistics for
UK Higher Education establishments. A breakdown of the results for the demographic questions
1-6 can be found in Appendix K.

| sent the questionnaire to 330 cadets and received 216 responses, equating to a 65%
overall response rate. Following analysis of the demographic data, the sample appears to be
representative of the cadet population in terms of age, qualifications, and previous military
background, but not gender: the percentage of female respondents was significantly lower than
the overall rate for the financial year. Analysis of the data shows that cadets on 10T are older and
more qualified than their civilian equivalents at university. These statistical observations,
coupled with the fact that over one-third of cadets have had significant experience within the

organisation before attending this course, depict a mature, qualified, and experienced cadet body.
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Draw and write and focus group sample sets

| asked for a quota sample of 20 cadets to participate in the draw and write and subsequent focus
group exercise. The cadets came from a potential pool of sixty cadets who were on the same
timetable rotation. | chose quota sampling as it is a non-probability equivalent of stratified
random sampling (Lohr, 2010) and allowed me to divide the cadet population into subgroups,
including individuals with key personal characteristics. This selection helped to ensure an
adequate representation of all important subgroups in the sample (Gorny & Napierala, 2016) but
does not eliminate the possibility of underrepresentation of groups who were reluctant to
participate (Kalton, 2011).

Selecting the quota sample did not require a sampling frame; instead, | chose the quota to
replicate the structure of the studied population to ensure that the sample was representative
(Bechhofer & Paterson, 2012). The breakdown of the quota | requested is shown in Appendix L.
The allocation of cadets met the criteria set, with the exception of ethnic background
requirements; therefore, the sample was representative of the cadet population in all aspects
except ethnicity. The two cadets in the intake from a non-white background were in the opposite
timetable rotation and, therefore, not available. Overall, the two population samples that | used
for the reconnaissance phase were representative of the College population for that financial

year.

4.8 Safeguarding issues

Several potential safeguarding issues arose during the reconnaissance phase. The draw and write
images of a cadet with a knife and noose above their head raised immediate concerns, as did
certain comments: “Being an officer cadet gives me a feeling of worthlessness” and “This is not

a safe place to make mistakes.” Given the sensitivity of the comments, I reflected on the BERA
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(2018) guidelines which state that a disclosure should be made “if behaviour reported by
participants is likely to be harmful to the participants or others” (BERA, 2018, p.25). Unsure
where to turn, | took the images to my line manager, a safeguarding lead; she asked me to take
them to our educational psychologist, who reviewed the pictures and comments and raised her
concerns through the College’s safeguarding chain of command.

During this process, | conducted the focus group, and the cadets reported several
safeguarding issues, including inappropriate behaviour from a member of staff. In line with the
safeguarding policy, | reported the allegations. As both incidents had been raised as a direct
result of my research, the College's civilian Chief Operating Officer equivalent asked me to brief
the Commandant (the equivalent of a CEQ). This meeting placed me in an extremely awkward
position, as | had to report the findings to both the Commandant, three ranks above me, and the
head of the school, one rank above me, and whistle blow on several peers. This incident acutely
highlighted the double-edged sword of insider research (Mercer, 2007).

My meeting with the Commandant was positive: he was very responsive to the
sensitivities of my position and that of the cadets. He thanked me for my honesty and diligence
and activated a campus climate assessment, for which he asked me to consult with the panel to
write the questions. As a direct result of this assessment, several significant safeguarding issues
were disclosed. The staff member about whom the cadets had made the allegation was

investigated and removed from their job.
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Chapter 5- Action Research Cycle 1

This chapter starts with views on how I thought I could improve the situation in action research
cycle 1, the boundaries of what | could influence, and progresses to outline of the research

methods used, data collected, and conclusions drawn.

5.1 What could I do to improve the situation?

The reconnaissance phase illustrated a disconnect between the cadets’ reference frame for the
cadet-instructor relationship and their lived reality. It also highlighted a disconnect between my
pedagogical beliefs and those of the head of the school. Given this, | felt the next logical step
was to explore the instructors' pedagogical and epistemological beliefs, as the literature indicated
that an understanding of these was central to improving teachers' professional practice (Penso &
Shoham, 2010).

I chose to take this approach as the literature suggests that beliefs serve as functions,
distinct from teacher knowledge, and act as filters for interpreting classroom situations, frames
for defining pedagogical problems and guides or standards for action (Fives & Buehl, 2012;
Parares, 1992). Therefore, since instructors' beliefs influence their learning and working,
understanding pre-service instructors' beliefs before they start their instructional training could
be hugely beneficial (Schomner, 1998) and would allow the College to assess whether these
beliefs align with its learning philosophy. In systems thinking, individuals’ beliefs about
leadership impact their style of leadership and mental modes (Drath et al. 2008; Goh, 2002;
Rosen et al., 2007).

This knowledge could be useful during the transition to an OBE approach, which will
require a paradigm shift in instructor education and CPD (Richardson, 2003). The College will

have to develop a comprehensive training programme to give the instructors the knowledge and
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skills they need to transition from facilitation. It is central to effective targeted teacher education
to understand how pre-service teachers learn to teach, their views about teaching and how these
views can be implemented or influenced (Coffee & Arkinson, 2013). Understanding instructors'
beliefs would create opportunities to challenge pedagogical beliefs and allow pre-service
teachers to develop new versions of firmly held truths (Schon, 1987).

Influencing instructors' pedagogical and epistemological beliefs may present a
considerable challenge as the literature on "teacher change™ indicates that these are gained over a
long period. Desimone (2009) stated that for change to take place, practices and beliefs must
become objects of reflection). As beliefs are implicit, teachers must be encouraged to talk and
think about their practices (Freeman, 1991), explore potential inadequacies in their beliefs or
practices and be given information on examining and exploring their existing knowledge and
beliefs (Borko & Putman, 1996). CPD activities could provide this framework, along with
learning studies (Pong et al., 2005) and action research projects (De Vries et al., 2008).

To help structure my thoughts I returned to the five-why-process for problem
identification (Mertler, 2014). This exercise helped me to frame the research questions for Cycle

1 (see Figure 12) and link them directly back to my initial concerns.
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What specific problems have you observed
Cadets identified their relationships with the instructional staff as the

main barrier to an adult learning environment

Why does/ doesn't this happen?
The cadets lived reality does not match their frame of reference of a

instructor-cadet relationship

Why does/ doesn't this happen?
The cadets observed inconsistency in staff personal and professional
standards

Figure 12- Cycle 1 five-why-process for problem identification.

5.2 Defining the boundaries of the topic

I chose to focus the Cycle 1 research on pre-service instructors who had just begun their
mandatory eight-week instructor induction package, known as the College Staff Induction
Course (CSIC). I chose this pool of instructors over the main body both for practical reasons and
due to their fresh perspective. The College had 120 instructors, split into four squadrons, all on
different shift rotations. The timetables were constantly changing, and it would, therefore, have
been difficult to gain consistent access to them. When | started Cycle 1 in March 2019, over two-
thirds of all instructors at the College were due to move to their next job before the introduction
of OBE in August 2020. Therefore, there would be minimal benefit in persuading them to
challenge their beliefs. I wanted to focus my efforts on those instructors at the start of their
journey as they would be implementing OBE.

The literature shows that, when exploring pedagogical and epistemological beliefs,

working with pre-service instructors is preferable. Teacher training can either reinforce or
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challenge pedagogical beliefs and provides the opportunity for pre-service teachers to develop
new versions of firmly held truths in a process known as reframing (Schon, 1987). Exploring
their beliefs before they started the CSIC would allow me to come to know the individuals before
they were influenced by the organisational culture. For all the above reasons, | chose to focus

the Cycle 1 research on the pre-service instructors attending the CSIC.

5.3 Contextualisation of instructor selection and training at the college

This section contextualises the application process that instructors had to complete to join the
College staff and the subsequent induction package provided.

To apply for a college job, the applicant must ask their line manager to complete a
character reference. This reference must include confirmation that the manager perceives the
applicant to have the potential to undertake instructional duties. Once the College receives the
application, it completes a series of military background checks and invites the applicant to
attend a filter interview, consisting of a presentation and group discussion. At no point during the
process does a potential instructor have to deliver or facilitate a lesson. Having passed the filter
interview, all instructional staff are required to pass a compulsory, internal eight-week induction
package known as the College Staff Induction Course (CSIC). The CSIC consists of four phases:
Stage 1 consists of mandatory and health and safety inductions; Stage 2 includes rules,
regulations, ethos, core values and supporting paperwork; Stage 3 progresses onto practical
leadership, including observing practical assessments and conducting cadet debriefs, and the
final stage is the completion of the DTTT course.

During the course, the pre-service instructors are assessed on their performance and
potential, with their final grade determining their job role. Upon completing the assessed

elements and supporting workbook, they graduate with a Chartered Management Institute Level
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5 Diploma in Leadership and Management and a Level 3 Diploma in Teaching and Learning.
The CSIC is delivered by college instructors who have a minimum of one year of instructional
experience. When this research took place, none of the delivery team had any additional civilian

teaching qualifications.

5.4 How will I gather evidence of the situation as it develops?

This section presents the research questions and hypotheses that | developed for Cycle 1 and
their rationale. It also details the data collection methods | employed.

Development of research questions

Question 1: Do pre-service instructors believe an adult learning environment is currently
present and appropriate at the college?

Question 2: What roles and responsibilities do pre-service instructors anticipate they will
undertake?

When creating these questions, | hoped that they would give me an insight into the pre-service
instructors’ epistemological and pedagogical beliefs and planned to use the data to inform the
design of the intervention session. To accompany the research questions, | created a set of

hypotheses derived from the literature and supported by my personal experience.

Development of hypotheses
Hypothesis 1: If an individual has been educated using constructive philosophies, they will

identify constructivist delivery methods and roles of a military instructor.

Hypothesis 2: If a pre-service teacher has been educated using traditional methods, they will

predominantly identify transmission-based instructional roles.
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Hypotheses 1 and 2 are based on the findings of previous research that pre-service teachers'
pedagogical views are shaped by their personal educational experiences and align closely with
beliefs about knowledge, learning and how teachers teach (Ryan et al., 2009). Teachers' beliefs
about learning and teaching develop during their time as a pupil and continue to evolve while
they are trainee teachers and then teachers (Bolhuis & Voeten, 2001), ultimately becoming more
robust (Murphy and Mason, 2014). By the time a teacher begins studying the art of teaching,
they have already experienced thousands of hours as a pupil. Pre-service teachers imitate the
behaviour they have observed or how they believe they learnt best (Lortie, 1975).

This concept is supported by the epistemological belief theory, which indicates that
individuals’ beliefs about the nature of knowledge and education influence how they learn and
work in a professional context (Schomner, 1998). Teachers practise their beliefs, and these affect
the cadets’ beliefs (Pajares & Schunk, 2002); Lortie (1975) described this process as the
apprenticeship of observation. In short, the research shows that teachers teach in the same way
they were taught. If this is correct, pre-service instructors will begin their instructional career
with a set of deep-seated beliefs about teaching and learning and will make strategic decisions

supported by their own pedagogical interests or experience (Garrett, 2012).

Hypothesis 3: Pre-service instructors who have worked in the Armed Forces for most of their
career (15 years plus) will predominantly identify traditional transmission instructional roles.
Most of the military training is taught using traditional delivery methods. Therefore, |
hypothesised that if individuals had spent 15 plus years in the military, their frame of reference

and beliefs would reflect this.

Hypothesis 4: Pre-service instructors who identity cadet orientated, constructivist instructor
roles are more likely to identify instructor CPD as a role.
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This hypothesis was born out of the literature that indicated that a teacher's personal preference
for traditional versus constructivist delivery methods influenced their professional engagement
and collaboration. Becker and Riel (2000) discovered that those teachers who held constructivist
views were more likely to engage in professional development collaboration. Although this study
looked only at two forms of CPD — reflection and collaboration — the results suggest a positive
relationship between cadet-orientated beliefs and participation in CPD (De Vries et al., 2014).
This relationship was illustrated further in a large-scale study conducted by the OECD (2009) of
70,000 secondary education teachers across 24 countries which found that cadet orientation was
positively associated with teachers’ participation in CPD; in contrast, subject-matter orientation
was negatively related to CPD participation. Vogels (2009) used a survey of 2,715 secondary

school teachers and found a clear link between belief profiles and teachers’ CPD.

Hypothesis 5: Pre-service instructors who have completed higher education are more likely to

support an adult learning environment at the College.

Hypothesis 6: Pre-service instructors who have not completed higher education are more likely

to support a pedagogical learning environment at the College.

Over the last ten years, | have mentored several Armed Forces personnel through HE and PGCE
programmes. In all cases, | supported them through an initial period of frustration and cognitive
dissonance, caused by the free-flowing and open-ended nature of HE. The mentees' consistent
feedback was that they found it intimidating when asked to devise essay titles or conduct
independent study, as PME courses usually provide a rigid structure. The critical thinking,
problem-solving and analytical skills assumed to be essential attributes of HE graduates (Hussain

et al., 2012) are often not valued in PME. According to Sobat (2003), the construction of new
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knowledge should draw on cadets' prior experiences, enhancing their rationality and reasoning

skills and their ability to apply these in real situations. Again, these skills are frequently not

valued in PME. | have observed that, once such learners have completed their first essay, they

gain confidence, become comfortable with constructing new knowledge and embrace the

independent learning process (Xu, 2012; Hussain & Sultan, 2010). Given the above, |

hypothesised that they would have experienced an adult learning approach when undertaking HE

and would, therefore, be more likely to see the benefits of an adult learning environment at the

college.

Reconnaissance Cycle Questions

1. At present, isthere an adult learning environment at the college?

2. What barriers, if any, are currently in place to stop the cadets leamning
as they report they want to learn?

3. Ifnecessary, how do I begin to remove these barriers to promote an
adult learning environment?

Emerging Cycle 1 Questions
1: Do pre-service instructors believe an adult learning environment is currently present and
appropriate at the college?

2: What roles and responsibilities do pre-service instructors anticipate they will undertake?

Intervention

&

4=

Proposed Hypothesises

1: If an individual has been educated using constructive philosophies, they will identify
constructivist delivery methods and roles of a military instructor.
2: If a pre-service teacher has been educated using traditional methods, they will
predominantly identify transmission-based instructional roles.

3: Pre-service instructors who have worked in the Armed Forces for most of their career (135
years plus) will predominantly identify traditional transmission instructional roles.
4: Pre-service instructors who identity cadet orientated; constructivist instructor roles are
more likely to identify instructor CPD as a role.
5: Pre-service instructors who have completed higher education are more likely to support
an adult learning environment at the College.
6: Pre-service instructors who have not completed higher education are more likely to
support a pedagogical leaming environment at the College.

Figure 13- Overview of Cycle 1 research questions and hypotheses.

5.5 Data collection methods

Draw and write exercise

| chose to use a draw and write exercise as | acknowledged the potentially problematic nature of

depicting an instructor's multiple roles and responsibilities; this technique illuminates and
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simplifies views of complex constructs (McWhirter, 2014). It also provides a non-threatening
platform for expression (Bradding & Horstman, 1999). To introduce myself and the proposed
research, I met the instructors on the first day of the CSIC to invite them to take part in the study
and gave them 24 hours to reflect. | returned on the following day, confirmed that they were
happy to participate and gave them a pack containing the draw and write task sheets, coloured
pens and paper. The task asked the pre-service instructors to illustrate the roles and
responsibilities they anticipated they would take on both inside and outside the classroom,
including any opinions or feelings they may have about these roles.

| gave them the option to illustrate these in any way in which they felt comfortable. |
collected the task sheets the following day, analysed the data, and conducted the interviews on
the fourth day of the course. Completing the steps in such close succession gave me minimal
time to analyse the data, but | found it effective as | had fewer preconceptions, which led to more
honest and open discussions. A copy of the draw and write task sheet can be found in Appendix

M.

Semi-structured interviews

Interviews fall into three main types — structured, unstructured or semi-structured — as well as
group interviews (Fontana & Frey, 2000). | chose to conduct semi-structured interviews and
asked the individuals a series of predetermined, open-ended questions (Jamshed, 2014). In
conducting previous research, I have found the combination of semi-structured interviews and
draw and write to be immensely powerful. The combination allows interviewees to provide
meaning in the draw and write whilst enabling me to ask a range of pre-set questions that touch
on critical themes (Rabionet, 2011). Asking an individual to draw a picture and then talk about it

places them in the position of the expert. If conducted well, the process should convey that the

99



participants’ thoughts are valued (Rollins, 2005), breaking away from the standard format of
military questionnaires.

When conducting previous research, | found semi-structured qualitative interviews
invaluable; like night goggles, they allowed me to see elements not ordinarily on view and
examine issues looked at but seldom truly seen (Rubin & Rubin, 2005). This research confirmed
my previous experience. Towards the end of the interviews, when | had built a rapport with the
pre-service instructors, | talked them through various scenarios and asked how they would react
to them in order to gain an insight into their pedagogical beliefs. Scenarios involving enquiry
processes can guide research into complex issues involving long range, dynamic processes in
uncertain contexts by accommodating and comparing different perspectives (Alvesson &
Sandberg, 2011). | found this helpful as it allowed me to explore how an individual approached
different situations and why. A copy of the semi-structured interview questions can be found in
Appendix N.

While qualitative interviews can be a powerful tool, they also bring potential difficulties
and pitfalls (Hermanowicz, 2013). They may intrude into the social setting they are aiming to
describe. The interview itself is an artificial situation, and the interviewer is not an invisible,
neutral entity, but part of the interaction, and this may interfere with individuals’ usual
behaviour. This interference is known as the Hawthorne effect (Fontana & Frey, 2000). This is
the process of individuals modifying their behaviour, when they know they are being watched. |
attempted to avoid such distortion by asking open questions and stressing that there were no right
or wrong answers. Conducting the interviews within the first three days of the course was helpful
in this respect, as the pre-service instructors had not had sufficient time to become attuned to the

organisational culture and could not give rehearsed answers. | avoided putting the interviewees
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under time pressure, as a lack of time can create a feeling of additional weight on the interviewee
(Myers & Newman, 2007). | scheduled each interview to last one hour but knew I only had
twenty-five minutes of questions. This extra time allowed flexibility for the interviewee to
digress onto other topics if they so wished.

| tried to make the individuals feel as comfortable as possible. I chose to record audio
rather than video to allow for accurate analysis (Rabionet, 2011) without distracting or intruding
and wore casual clothes rather than my uniform to neutralise the power differential. The
literature indicates that balancing the power differential can be critical to the success or failure of
interviews (Buchanan et al., 1988). Further pitfalls identified in the literature include that
interviews can provide a large amount of data, at times too much (Scheurich, 1995), and that
they are time-consuming, as they must be recorded, transcribed and coded (Robson, 2002). |
would follow Robson (2002) and Ho (2006), who maintain that, although interviews are a
powerful means of obtaining insights into an individual's perceptions, they should be used
alongside other methods to provide in-depth information about participants' inner values and

beliefs (Ho, 2006).

5.6 How will I ensure that any judgements | make are reasonably fair and accurate?

As in the reconnaissance phase, the qualitative comments on the draw and write pictures were
reviewed systematically for content and coded into categories according to the general meaning
conveyed. | analysed the writing rather than the images (Wetton & McWhirter, 1998) and carried
out an open-axial thematic analysis, with the axis representing the instructor's roles and
responsibilities. As in the reconnaissance phase, | began coding by reading the text from start to
finish. I considered the various meanings inherent in the data and identified and allocated a

hierarchy of category codes using Strauss and Corbin's (1998) open-axial, selective organisation.

101



Given the short interval between receiving the draw and write tasks and conducting the semi-
structured interviews, | examined the data from both collection methods together and I have,
therefore, recorded them in a joint discussion and conclusion. For consistency, | used the same
researcher to blind analyse the data. A copy of the Cycle 1 draw and write pictures and the
analysed comments from the pictures and semi-structured interviews can be found in Appendices

O and P.

5.7 Interpreting the data

Once coding was complete, | came to a halt as | struggled to interpret it. | knew that | was
missing something about the results, and | intuitively knew something in them was clashing with
my positioning, but | could not identify it. Following their steer, | sought out a recognised
framework for HE and FE teachers and came across the Education and Training Foundation
(ETF). The ETF classes itself as the guardian of professional standards for the FE and HE sectors
(ETF, 2014). In 2014, it published a set of professional standards, defining the professional
standards required of teachers and tutors of post-16 learners, to underpin good teaching practice
in the sector. | found these standards straightforward and user-friendly, expressed in accessible
language. The standards are structured into three sections: professional values and attributes,
professional skills, and knowledge and understanding (ETF, 2014). In a quest to discover what
was missing, | began to place the codes identified in the data against the ETF's defined standards.
| analysed the data codes for each pre-service instructor individually by transposing the codes
they had identified onto the framework sections, and then transposed all the codes onto one set of
standards which allowed me to see the whole picture immediately.

| acknowledge that an element of personal judgement was present when placing the codes

under certain headings, as | could have placed several of them under multiple titles. To aid the
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analysis, | placed the codes alongside the same researcher who had analysed them. This time, we
repeated the process together, which allowed us to discuss any differences in opinion. At this
stage, the situation became clear, and | realised what was missing: none of the instructors had
identified lesson preparation or planning roles, and only one instructor had identified lesson
delivery. I will go into more detail in the discussion of the results.

To analyse the data for hypotheses 14, | scoured the literature for published comparisons
of constructivist and traditional approaches to act as a theoretical framework. This process
proved to be more challenging than | had expected. Many published articles discuss
constructivism and instructional techniques, and PowerPoints created for teacher training
compare the two, but very few peer-reviewed published articles covered both. I decided to use
Lobler's (2006) comparison table of transmission and constructivist approaches as my reference
frame for the analysis. | completed this process collaboratively with my fellow researcher,
working on the principle that a constructivist role or approach would allow cadets to construct or
make their knowledge actively or independently, and enable the cadet's reality to be determined

by their experiences (Elliott et al., 2000).

Transmission approach Constructivist approach

Knowledge Transferable good The end of a constructive process
Information Good Process
Teaching Transferring knowledge Supporting learning
Goal of education Broad knowledge Autonomy, the ability of self-governing
Role of learner Passive consumer Active producer
Role of teacher Transmitter of content Assistant of the leamner
Task of tests Test the learner Test the teacher
Sources of Teacher, Texthooks All sources available

information
Inducement for Curriculum Student”s demand

gelling

information
Who is governing Teacher Smudent

the learning

process?
Interaction between Teacher, Student Students
Activilies Listening, reading, Dwoing, thinking, talking

Mmemorizing

Figure 14 — Comparison of transmission approach and constructivist approach (Lobler, 2006).
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Figure 15 — Example of how | analysed the codes against the Professional Standards (Education

and Training Foundation, 2014).

5.8 Results

In structuring this section, | have placed the findings under the appropriate research question or

hypothesis. The supporting documents for this chapter can be found in the following

Appendices:
Appendix Title
Q Overview of the pre-service instructors’ demographic data
R Transcription of a Cycle 1 interview
S Combined coded data regarding the role and responsibilities of

an instructor

104



T Individual instructor data regarding the role and responsibilities
of an instructor, mapped against the ETF professional standards

for teachers and trainers in education and training (ETF, 2014)

U A copy of the ETF professional standards for teachers and

trainers in education and training (ETF, 2014)

Table 2 — Relevant Appendices
Question 1 — Do Pre-service instructors perceive there to be an adult learning environment
at the College?
Five out of the six pre-instructors said that it was too early for them to tell, but they anticipated
that there would be some form of adult learning environment. All five expected some form of
cadet independence, where appropriate. One pre-service instructor, who had previous
instructional experience, indicated that he did not believe that the College had an adult learning
environment. He observed that he had been treated like a child on the CSIC and, therefore,

doubted that the cadets would have an adult learning environment.

Question 2 — What roles and responsibilities do pre-service instructors anticipate they will
undertake at the College?
When reviewing the results, | made three key observations. For brevity, | have outlined these

below and will explore them further in the discussion.

Observation 1- Emphasis on the military instructor as a role model

The only role that all six instructors identified was modelling: during the interviews, they all
discussed how important it was to be a role model and, when questioned on what they felt this
meant, they all mentioned dress, deportment, and discipline. Yet, none of the instructors

mentioned these attributes when asked to describe their instructional role model. They described
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the impact that role model had on them in terms of their personal or professional success, not
how they helped them maintain their dress standards. There appears to be a disconnect between

their vision of the role model they aim to emulate and the role models who have influenced them.

Observation 2- No acknowledgement of the role of planning lesson material and little
acknowledgement of the delivery of lesson material

When | placed the expected roles and responsibilities against the professional standards, |
instantly saw what my tutors had noticed: none of the pre-service instructors had mentioned
preparing for or planning a lesson. This surprised me, as | consider lesson planning to be central
to the role of instructor. | then looked for the roles and responsibilities relating to knowledge
transfer or development, and these were limited. While 50% of instructors had mentioned
assessing knowledge and providing feedback, they did not mention knowledge development. It
appeared that the instructors had acknowledged the process of building rapport, setting an

example, discipline and assessment, but not the process of knowledge transfer or development.

Observation 3 — Limited acknowledgement of subject-matter expertise and limited
acknowledgement of professional or pedagogical knowledge.

Only one instructor mentioned being a subject-matter expert. The same person was the only one
to acknowledge the role of imparting knowledge, sharing relevant experience, and maintaining
instructional knowledge through CPD. Interestingly this was the only participant with previous
instructional expertise. Two other instructors mentioned completing CPD but in terms of

maintaining weaponry skills and knowledge of current affairs.
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Hypothesis 1: If an individual was educated using constructive philosophies, they will identify
constructivist delivery methods and roles of a military instructor.

Three of the instructors identified that they had been taught using constructivist methodologies —
in nursing training, yacht engineering and a MA in Leadership. All three identified a mix of

traditional and constructivist approaches, but the majority were constructivist.

Hypothesis 2: If a pre-service teacher has been educated using traditional methods, they will
predominantly identify transmission-based instructional roles.

Three of the instructors identified that they had been taught using pedagogical methodologies.
All three identified a mix of traditional and constructivist approaches, but the majority were

traditional.

Hypothesis 3: Pre-service instructors who have worked in the military for most of their career
(15 years plus) and have not completed any form of higher education will predominantly
identify traditional transmission instructional roles.

Two pre-service instructors had served for more than 15 years, and both identified predominantly

traditional transmission instructional roles.

Hypothesis 4: Pre-service instructors that identity cadet orientated, constructivist instructor
roles are more likely to identify instructor CPD as a role.

The three instructors who identified predominantly constructivist instructional roles also
identified CPD as among the instructor's responsibilities. One instructor identified subject-matter

CPD and two identified CPD on instructional technique.
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Hypothesis 5: Pre-service instructors who have completed higher education are more likely to
support an adult learning environment at the College.
Four pre-service instructors had completed higher level education, and all four supported an

adult learning environment at the college.

Hypothesis 6: Pre-service instructors who have not completed higher education are more
likely to support a pedagogical learning environment at the College.
The highest level of education for two of the pre-service instructors was GCSE. Neither

supported an adult learning environment.

5.9 Discussion

The data collected would appear to support the hypothesise, but the sample size makes it difficult
to generalise beyond this group of instructors. From the analysis, three key themes emerged,
which appear to be connected when viewed through the lens of systems thinking. These are

discussed in detail below.

The teacher as a role model

There appears to be a disconnect between the vision of a role model that the pre-service
instructors aspire to emulate and the personal attributes and knowledge that they value in the
people they consider role models. When describing their role as an instructional role model, they
emphasised professional qualities such as upholding discipline and personal standards. Yet, in
their accounts of their own role models, these attributes did not feature. Interestingly, in the focus
group, the cadets discussed how the instructors enforced personal standards, such as dress

standards, but did not display them. They noted the juxtaposition between the instructors'
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enforcement of what appeared to be arbitrary personal standards while arriving at lessons
unprepared and lacking professional and pedagogical knowledge.

The cadets openly admitted that they felt they had no positive role models but had learnt
how not to treat people from observing the instructors’ behaviour. Bandura (1965) argued that
individuals generally adopt the standards exhibited by exemplary models of behaviour, but
merely exposing the observer to actions will not ensure this process; in situations where
behaviour is complex, repeated presentations are necessary. He also hypothesised that self-
efficacy plays an essential role in knowledge and behaviour: role modelling is much more than
imitative behaviour; it significantly influences the observer's behaviour (Bandura, 1991). The
literature also suggests that unsuccessful individuals can motivate others by exemplifying the
problems that lie ahead, emphasising the actions they should avoid (Aspinwall & Taylor, 1997),
and this appears to be the case at the College.

There is a fascinating, ongoing debate in literature around the role of the teacher as a role
model. Some believe that the most important lessons a teacher can deliver are moral lessons
(Lickona, 2004), provided by encompassing these in their everyday lives. Others believe that the
only moral obligation a teacher has is to develop a Socratic dialogue to illuminate moral
reasoning structures, so that the cadets can justify their values from a universal and impartial
perspective (Sanderse, 2013). This concept of moral role modelling was an aspect that | wanted
to explore with the instructors: should an instructor be a role model or is their role to start the
conversations on values and standards rather than enforce them?

| found the notion that instructors had set out to be role models interesting, as | have
never considered myself a role model, nor aspired to become one. My intention has always been

to be good at my job and I never felt the need to consider the impact | may have on others around
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me. When reading about role modelling, I discovered the social psychology concept of the
looking glass self (Cooley, 1902). Cooley used the analogy of a looking glass, or mirror, to
illustrate that people shape their self-concept from how they imagine others see them (Yeung &
Martin, 2003). He hypothesised that people imagine what they look like to others and then
incorporate this image into their self-concept. Cooley used the looking glass image to express the
idea that the image we create is primarily the product of how we perceive others view us. Three
principal elements are involved in this process: the imagination of our appearance to the other
person, the imagination of the judgement of that appearance, and subsequent pride or
mortification (Cooley, 1902).

When | applied this concept to teacher training, it made me pause to think. Traditionally,
teacher training programmes have focused on a particular set of teacher behaviours and the
specific skills needed to achieve them (Kincheloe, 2012). As a result, existing pedagogical
practices have a propensity to be self-perpetuating. The consequence of the failure of prospective
teachers to be challenged, and their inability to reflect, has led them to teach in the same way that
they have been taught (Christensen et al., 2014). | found this fascinating as | began to consider
the mirror in which the pre-service instructors appear currently to be looking at themselves.

Given that the manner of delivering military training has not changed since the College
opened in 1918, the instructors may be holding up a mirror to an instructor who took them
through their Phase 1 training, and, for some, this took place over 20 years ago. | wondered
whether we have reached a cultural tipping point, where cadets want more from an instructor
than superficial personal attributes. They appear to value a different form of professionalism,
more than the surface level of military professionalism, such as upholding dress regulations. This

led me to consider whether an alternative mirror needs to be held up to the pre-service instructors
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to see the comments that the cadets made about the instructors. | wondered whether they should
know what the cadets expect of them, and whether the process needed to be more two-way, to
even up the power gradient. | chose to pursue this in the intervention session, where | conducted
an exercise on role modelling.

In systems thinking, role modelling takes on another meaning. Rather than focusing on
personal attributes and upholding rules, role modelling represents the adoption of knowledge
practices, encouraging followers whilst initiating and supporting their efforts (Bell DeTienne et
al., 2004; Eppler and Sukowski, 2000; Goh, 2002). Role modelling activities through this lens
include sharing knowledge openly, taking time for critical reflection and documenting important
insights (Eppler and Sukowski, 2000). The instructor's role could be reenvisaged as a "Team
Leader", who could then serve as a role model to coach team members to develop knowledge
(Eppler and Sukowski, 2000). Role modelling would remain a leadership trait but, rather than
adopting a purely behavioural approach, it would straddle behavioural, strategic and
transformational strategies. From a strategic perspective, a team leader would motivate, inspire
and empower to aid leadership creation (Gill, 2006). A transformational approach would
encourage individuals to give their best for the organisation (Bass, 1990; Burns, 1987).

To aid the transition from "role model” to "team leader", empowerment, trust and care
need to be present between the staff and cadets (Bell DeTienne et al., 2004; Bollinger & Smith,
2001; Gagne, 2009; Goh, 2002; Holsapple and Joshi, 2000; Huang et al., 2008; Zarraga &
Bonache, 2003). The data from the reconnaissance phase, however, indicates that these areas
require improvement; the cadets articulated that their relationship with the staff is the key barrier
to achieving an adult learning environment. When | reflected on the cadets' comments, | realised

that their frame of reference for an instructor aligns with a team leader role. Ironically, the
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instructors' examples of role models also align with a team leader concept. Nevertheless, for
some reason, a disconnect exists between the instructors’ own frame of reference for a role

model and the professional frame of reference they are emulating.

Lesson planning

As discussed previously, | was astonished to discover that none of the pre-service teachers cited
lesson planning as part of the military instructor role. Even as an experienced teacher, | still
prepare a detailed lesson plan, so | was intrigued that this was not a role they had anticipated.
The primary function of planning is to provide cadets with clear opportunities to learn, and
careful planning enables adjustments to the specific needs of a group (Bellon et al., 1992). When
teachers adapt their plans in line with cadets' progress, there is a positive effect on learning
(Berliner, 1988). Whilst content is conventionally the starting point of planning (Clark, 1989),
activities appear to be considered by teachers as the most salient building blocks (Clark, 1989).
Many authors have highlighted the importance of lesson planning as a base for reflecting on
pedagogical techniques and sequencing (Villani & Pacca, 1990). The rigorous planning process
IS necessary, as teaching is complex and demands a conceptualisation of the part that both
teacher and cadet will play in the instructional phase (Bellon et al., 1992). Knowledge derived
from previous teaching experience determines how teachers plan their lessons (Aikenhead,
1984).

When considering lesson planning through the lens of OBE, it becomes more complex as
the instructors will need to become more attuned to planning and managing learning
environments (Malan, 2010). They will be required to understand the many issues surrounding
how learners learn, how to teach effectively to ensure that learning takes place, and how to

master aspects of pedagogical content knowledge that incorporate language, culture and
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community contexts (Grossman et al., 1989). OBE requires that learners are empowered to learn
at their own pace and according to their own capabilities. Therefore, it is the responsibility of
teachers to know and understand every cadet and plan for their individual learning style (lloanya,
2019). The instructors will need to acquire the relevant skills to construct and manage classroom
activities efficiently, and continuously reflect on their professional practice to learn and improve
(llonya, 2019). They will need to be expert facilitators, collaborators, and researchers (Gordon,
2003). Given the importance of lesson planning in delivering OBE, and the instructors’ lack of
awareness of this role, I chose to include the topic of lesson planning in the intervention to

explore why they had not considered it part of the role.

Knowledge and its transfer into practice
The lack of awareness of lesson planning can be viewed through organisational knowledge,
which comprises knowledge creation (Nonaka, 1994), knowledge adoption (Adler et al., 1999),
knowledge distribution (Prahalad & Hamel, 1990) and knowledge review and revision (Crossan
etal., 1999). The cadets' feedback indicates that the college is in a repetitive cycle of "knowledge
distribution”. Cadets sit in rows while a standardised PowerPoint presentation is delivered, with
limited interaction. This distribution approach means that personal knowledge, which should
move to group level and be interpreted in the organisational context (Nokaka and Takeuchi,
1995), is not exploited.

An essential task of the team leader or instructor is to facilitate interactions between
organisational members so that the individual knowledge present in organisations is amplified
and contributes to the knowledge base (Nonaka, 1994). When training to be a teacher, these

interactions are included in the lesson planning, but military lessons are heavily standardised.
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There may, therefore, be a perception that instructors inherit PowerPoint slides and only ever
enact "knowledge distribution”, hence the lack of acknowledgement of lesson planning.
Instructors would be required to move from being "knowledge distributors™ to "knowledge
workers" (Scheicher, 2012, 2015).

When reflecting on the failure to acknowledge subject or pedagogical knowledge, | was
reminded of Schulman's (1986) model of GPK and the concept of professionalism in teaching.
The literature indicated that teachers need to be pedagogical professionals, irrespective of the
subject taught and the educational setting, and base their everyday practice on a regularly
updated, coherent and integrated knowledge base (Guerriero, 2017). | thought it self-evident that
instructors should know the subject they are teaching and how to manage the classroom
(Cochran-Smith, 2003), but this does not appear to be the case for the pre-service instructors.
Shulman (1986) argued that teachers need to draw on this range of knowledge and weave it into
coherent understandings and skills if they are to be competent to manage what McDonald (1992)
terms the ‘wild triangle’ that connects learner, subject matter, and the teacher in the classroom.

Yet there is more to excellent teaching than knowledge. The knowledge relevant to
managing specific classroom situations needs to be activated and transformed into practice
(Koing et al., 2016). Effective teaching evolves a dynamic interplay of generic beliefs, skills and
knowledge, and subject-specific competencies (Kunter et al., 2013; Blomeke et al., 2016). To
achieve this, teachers need to notice, interpret, and react to essential classroom features (Sturmer
and Seidel, 2015; Blomeke et al., 2016). | began to draw parallels between the cadets' comments
on the instructors’ apparent lack of knowledge and teaching skills and the pre-service instructors’

lack of acknowledgement of a specialist body of knowledge or pedagogical skills.
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5.10 Self-reflection on the professionalisation of instruction in the Armed Forces

While analysing the results, | wrestled with the concept of instruction as a separate profession
within the Armed Forces. As a professional educator in the military, | have consistently found
that military instructors who have a primary role, such as a pilot, devalue the professional duality
required to instruct effectively. This devaluation has frustrated me for much of my career. As
illustrated in previous chapters, effective instruction involves a dynamic interplay of generic
beliefs, skills and knowledge and subject-specific competencies (Kunter et al., 2013; Scheerens
& Blomeke, 2016). The literature also shows that it requires pedagogical professionalism,
irrespective of the subject or teaching setting. Although different conceptualisations exist,
developed frameworks and models overlap in terms of defined professional competence
(Plowright & Barr, 2012).

The concept of teaching as a profession has been debated extensively, and inconclusively,
in the literature. There are three main approaches to conceptualising professionalism. The first is
a trait model that identifies professions by cross-referencing the potential profession's attributes
against a list of desired characteristics (Johnson, 1972). Leicht and Fennell (2001) produced a
list of traits that included knowledge, training, value to society, autonomy, client welfare,
commitment, community and an ethics code. At face value, military instruction seems to match
all these attributes. Another approach is to look for the recognised hallmarks of a profession
which, according to Freidson (2001), are the members' ability to control their qualifications and
membership criteria alongside their ability to manage and maintain the existence of a specialist
body of knowledge. Freidson takes this notion of autonomy, further stating that a professional
should be able to make decisions according to the clients' needs without interference or
stakeholders (Freidson, 2001). Military instruction would not fall into this category as the MoD
sets the professional qualifications.
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Freidson (2001) identified a third model for identifying a profession, through the
existence of a specialist body of knowledge; in what became known as Freidson’s third logic, he
suggested that the prerequisite for creating a profession for teachers was the identification of an
organised body of knowledge. | became drawn to this third logic in Cycle 1. | can see that the
cadets have high expectations of what they require from an instructor. | can also see that the
instructors leave their primary military profession and step into the role of instructor with
minimal training in comparison with civilian teachers and minimal prior experience. The
situation is complicated further in that instructors at the college only remain in an instructional
role for an average of two years. A potential solution offered in the literature is the concept of
dual professionalism. The Institute for Learning (IfL) championed this concept to increase the
"professionalism™ of the further and higher education sector. A dual-professional in the FE
Sector is qualified in their vocational or academic specialism and also a trained teacher and is
committed to developing the skills and knowledge needed to support learning (Plowright & Barr,
2012). This theory aligns directly with Shulman's concept of pedagogical content knowledge.

Dual professionalism must be underpinned by a reliable CPD programme, facilitating
both the subject matter and pedagogical content. The IfL promoted an underpinning CPD
programme based on outputs rather than the inputs, such as attendance at workshops and
lectures, used in traditional models. Many professional bodies have relied on input models since
the 1980s; in contrast, an output-based approach would require the teacher to ensure that they
have the necessary knowledge and expertise to fulfil their roles and responsibilities. This
approach involves moving away from the traditional hours-based scheme which emphasises time

spent on CPD activities.
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Instead, teachers would be required to identify the skills they need to develop, decide on
the necessary training and development, and then demonstrate that they are maintaining
professional competence. The model is growing in popularity, and the impact of CPD has been
seen to affect knowledge, attitudes, perceptions and even emotions (Freidman, 2013). As the
name indicates, CPD can only take place if upskilling for a profession. According to definitions
proposed by Johnson (1972) and Leitcht and Fennell (2001), military instruction could be classed
as a profession. If a dual-professional approach can be encouraged through a robust CPD
pathway, military instructors may view their instructional role with a renewed professional pride.

A complication of dual professionalism is that it combines pedagogical knowledge and
specialist knowledge. It is a view of pedagogy that is divorced from the context of teaching;
Eisner and Powell (2002) characterise this as a contrast between episteme and phronesis. The
professional, in this view, cannot stand upon a body of knowledge, claiming expertise. Schon
(1983) proposes a solution applicable in this case: the professionalism of practical experience.
Knowledge-based personal activity can be developed by professionals through reflection-on-
action after the event and being creative whilst using their knowledge in reflection-in-action
during the activity.

When reflecting on instructional upskilling, | was drawn to a professional approach to
military instruction that fused subject matter expertise, pedagogical knowledge, general
pedagogical knowledge, content, and organisation culture. I liked the concept of contextual
inclusion, but I was not comfortable with the hierarchical approach of putting pedagogical
knowledge at the centre. | therefore reworked the model to reflect my findings. The model below
demonstrates a fusion of the models of Shulman (1986) and Grossman (1990) whilst drawing on

Schon’s (1983) concept of practical knowledge. The central hub represents the outward skill of
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practical experience which feeds the other five corners. This model begins to represent the
multiple professional elements of 21st-century military instructors, where being a dual-
professional is no longer sufficient. We are still moving into multi-professional realms where
instructors will understand themselves, their organisational context and a teaching domain
involving multiple forms of knowledge and skills.

In creating this model, 1 was reminded of the iceberg model developed by Grossman et
al. (2002). This model has been adapted several times and has become a system thinking tool to
represent patterns of behaviour and the supporting structures that underlie an event. | began to
visualise a military instructor sitting on the iceberg with their overt practical skills and
knowledge on display, anchored by the learning that has taken place below the surface to form
understanding. A representation of these thoughts is shown below. Both models were designed
as a catalyst to discuss the concept of multi-professional instructor skill sets during the

intervention session.

118



Pedagogical
Content
knowledge

Knnw]edge of how to teach a subject

EKnowledge of student
Beliefs of knowledge and teaching understanding
Beliefs about how knowledge iz Knowledge of classroom
formed management
Belieft about knowledge transfer Knowledge of lesson and curriculum
Beliefs about learning Practical development
Understanding of their own Knowledge &
positioning (strengthe, weal Skills
blindsides) / \
P Knowledge if the subject matter
Organisational .
o Updated knowledge of the topics
Knowledge of the college
Military culture

College learning philosophy

Knuw]edge of how to teach
How individuals learn
General classroom management
General curriculum & lesson

management
General lesson planning

Figure 16 — Framework illustrating the knowledge and skills required to promote an adult
learning environment in a Phase 1 military unit.
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Figure 17 — Iceberg model representing the knowledge and skills required to promote an adult
learning environment in a Phase 1 military unit.
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5.11 Intervention

The purpose of an action research intervention is to test the current hypothesis, gain an insight
into the problem and, if possible, begin to resolve it (Elliott, 2001; Kember, 2000). To achieve
this, I conducted a two-hour interactive session with a cohort of pre-service instructors. Due to
their timetable, the session took place in the sixth week of their CSIC. When planning Cycle 1, |
had hoped to deliver it in the fourth week to allow them longer to reflect between cycles. In
hindsight, | think it was well-timed as, by this stage in the programme, they had a greater
contextual understanding of the college and had begun to reflect on the course content and the
potential gaps in their knowledge and skillsets. By the sixth week, they had completed the
College’s mandated training material and were about to embark on the MoD-mandated
instructional techniques course, known as the Defence Train the Trainer (DTTT) Course. One of
the original cohorts of pre-service instructors sustained an injury on week two and was removed
from the course. She went home to recuperate and therefore could not take part in the remaining

elements of the research.

Aims of the session
To aid planning, | designed a set of aims for the session. This section aims to illustrate the

thought process behind each.

Aim 1 — Challenge the pre-service instructors' pedagogical and epistemological beliefs.
Piagetian theory (Piaget, 1954) suggests that a powerful way to challenge beliefs is to ask
individuals to compare their views with others to create dissonance. The literature indicated that
asking pre-service instructors to compare their past experiences with contrasting experiences and
the literature might highlight internal inconsistencies. These inconsistencies should, in turn,
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prompt dissonance as the inconsistencies in opinions expressed become a catalyst for promoting
cognitive change (Grieve, 2009) and altering the individual's belief system (Festinger, 1957).
Given all the above, | designed several activities to challenge epistemological and pedagogical
beliefs, including the role of the instructor and cadets in an adult learning environment, the
implications of role modelling, the formation and transfer of knowledge and the concept of

military instruction as a separate professional skill set.

Aim 2 — Create an adult learning environment to allow the pre-service instructors to
experience a constructivist approach to teaching.

Three out of the six pre-service instructors indicated that they had never experienced an adult
learning environment, and none had experienced it within a military context. Given this, | hoped
to provide them with a frame of reference. To this end, I designed a session that included
educational games and allowed them to engage with technology. | hoped that the experience
would reflect what the cadets on IOT might have encountered during their formal education.
Through these activities, | hoped to provide them with the platform to reflect on this experience
and consider how various generations within the cadet body may have had different learning

experiences and consequent expectations around learning (Holyoke & Larson, 2009).

Aim 3 — Encourage the pre-service instructors to consider the cadets’ lived experiences.
When planning the session, | wanted to create an activity that exposed the pre-service instructors
to the cadets’ comments about the instructional staff in order that they would consider the
potential impact of their behaviour. In HE, this process has become known as the cadet voice,
and there is a growing body of research that advocates for cadet voice initiatives (Fielding 2001;

Mitra, 2007). These have been shown to improve teachers' classroom practices (Cushman, 2000;
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Kincheloe, 2007) and provide feedback on instructional styles, curriculum content assessment
and other classroom issues (Rudduck, 2007).

Approach to session delivery

When planning the session, | wanted it to be as interactive as possible. | was aware that some
participants might not be comfortable in a cadet-led learning environment, so | planned a steady
progression of cadet participation. I initially adopted an enquiry-based approach, based on
problem-based learning (Hakverdi-Can & Sonmez, 2012), and progressed to a cooperative
learning approach where the pre-service teachers alternated roles as teacher and learner (Krych et
al., 2005). | deliberately used resources not usually found in a military lesson, such as brightly
coloured gel markers and multi-coloured playdough, to create a more relaxed and creative
environment. | had all the resources set out on the desks before the instructors arrived, to make
an initial impact. As they walked in, one of them smiled and said, “This is so refreshing to walk
into something different.” I also placed little packets of sweets on the desk to make them smile
and break the ice; | wanted to demonstrate that learning does not have to be sterile and
impersonal. | sent the instructors an email a week before the session, asking them to bring a
tablet or smart device to work on during the lesson and, to aid this, | had a temporary Wi-Fi
connection installed. The participants acknowledged the novelty of connecting to a network that
was not as restricted as the standard military network; one commented, “It’s so nice to be trusted.

I almost feel like an adult.” The lesson plan for the session appears in Appendix V.

How will I know if the intervention was a success?
| selected a set of quantifiable Key Performance Indicators (KPIs) to gauge the success of the

intervention. | hoped that, with a clear and structured session, | would encourage at least half the
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instructors to challenge their previously held assumptions and beliefs. The KPIs that | selected

for the intervention session were as follows:

1.

The extent to which pre-service instructors indicate that the session challenged their
pedagogical and epistemological beliefs or values.

The extent to which pre-service instructors acknowledged the value of cadet feedback.
The extent to which pre-service instructors indicated that they should consider how
cadets may want to learn, and how each generation may approach learning, when
planning a session.

The extent to which instructors indicated that the college should have an adult learning
environment.

The extent to which pre-service instructors acknowledged the practical subject matter and
pedagogical knowledge required to undertake a military instructor's role.

All pre-service instructors added at least one new element to the draw and write diagram
of their roles and responsibilities.

The extent to which instructors acknowledged the potential pitfalls of role modelling.

Participant feedback

| gave the participants a feedback form at the end of the session and asked them to return it

within a week, to allow time for them to reflect and process the session. The comments were

open-axial coded and analysed against the KPIs. After the session, | immediately recorded my

observations in a reflection journal; | then reviewed them after examining the pre-service

instructors' responses. A copy of a blank feedback form and coded results are available in

Appendices W and X.
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5.12 Intervention Results

I have structured this section by placing the data collected from the feedback forms alongside my
observations. | decided to adopt this method rather than a more traditional format of presenting
the data followed by a discussion, as | felt my comments added depth and context to the

feedback.

KPI 1- Four out of the five pre-service instructors indicated that their pedagogical and
epistemological beliefs or values had been challenged.
KPI 2- Three of the five pre-service instructors stated that instructors should consider cadet

feedback. This suggests that this KPI was met.

Observation
| started the cadet feedback activity by discussing fear, and why the cadets may experience it.
Following this, I showed the participants a selection of the draw and write pictures and
qualitative comments and asked them to describe how they made them feel. They instantly
linked their personal experiences on the CSIC to the cadets’ experiences and could see where
inconsistency in standards and lesson delivery could lead to fear. They discussed a lack of
overarching documents detailing behavioural standards, customs and etiquette and a lack of
clarity around their instructional role and the cadets’ position. They observed that the lack of
clear standards made them nervous, and they empathised with the cadets.

They discussed at length the benefit of being able to view the College through the eyes of
a cadet and the benefits of having been introduced to generational theory, as they could now link
some of the cadets’ frustrations to how they may have learnt previously. They discussed
Knowles’ principles of andragogy and could see that the cadets' feedback linked back to the
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absence of these principles in the College training. At the end of the session, two of the
instructors thanked me for showing them the College through the cadets’ eyes and all asked that
the cadet comments be communicated to the main body of instructors. The Army Exchange
Officer asked for the draw and write exercise to be repeated in the Army Phase 1 Training Unit

as she felt the cadets’ comments summarised her experience.

KPI 3- Three of the five pre-service instructors stated that they would consider the generational

mix within the cadet body when planning a lesson. This suggests that this KPI was met.

Observation
When planning the generational theory activity, | pre-allocated the groups, as | wanted the
participants to work with a partner of a similar age as far as possible. I then set them the task of
researching their generation and the factors that influenced it. Being able to relate theory to
personal experience created a platform for debate and discussion on theory versus lived reality.
In parallel, I asked each group to create a playdough object representing a piece of technology
from their generation. The group researching Generation X created a Walkman and talked about
how it made them feel to walk around with portable music for the first time. The group studying
Generation Y made a PlayStation symbol and discussed how gaming had shaped their
generation. The group exploring Generation Z made a two-tier interconnecting structure in which
the base layer represented the physical self and the roof the digital self.

Throughout the exercise, | observed that the pre-service instructor who believed that
problem-solving and fun had no place in military education was smiling and laughing. When |
asked him why he had chosen a PlayStation symbol, he said that gaming had shaped his

generation. | asked him whether the Armed Forces capitalise on gaming skills, and he talked
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about wargaming and problem-solving. We discussed the task itself, and | asked him whether he
had enjoyed it. He instantly made the connection between my question and his earlier comments
and realised that he had been looking through the lens of over twenty-five years of traditional
military education. He immediately acknowledged his prejudice and was shocked by the
realisation of how closed-minded he had been. This part of the session concluded with all the
instructors agreeing that they had never considered the impact of their upbringing on how they
might learn. They all acknowledged that they held prejudices against other generations, and all

recognised that they might have to consider different types of learners when planning a lesson.

KPI 4 - Four out of the five pre-service instructors indicated that the college should have an adult

learning environment. This suggests that this KPI was met.

Observation

| asked the pre-service instructors to watch Sir Ken Robinson's TED Talk on changing
educational paradigms (Robinson, 2007) before they came to the session. | had it playing on the
screen as they entered to spark conversation and interest, which worked more effectively than |
had hoped: they immediately began to discuss the talk and relate it to their own educational
experiences. This common ground allowed me to ease into their conversations and build a
natural rapport. None of the participants had seen the talk previously or encountered generation
theory, which created a level playing field to start the discussions. They all agreed that it had
made them reflect on the instructor's role within the changing paradigm of PME. There was a
unanimous acknowledgement that it had made them aware of how education is changing on a
global level and it put the work of Project Mercury into the context of a worldwide shift in

approach.
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Following this discussion, I introduced Knowles’ (1984) principles and assumptions
regarding adult learning. This led to a difficult conversation: the group widely accepted that
andragogy was appropriate for a civilian, HE establishment but two instructors struggled to
envisage how these applied to PME and openly disagreed with the concept of self-directed
learning in a military setting. One instructor stated that problem-solving and enjoyment could not
align with military training and these views were reflected in his comments in the feedback form,
where he noted, "Still think four principles of andragogy are not necessarily correct.”" The two
individuals who struggled to envisage an adult learning environment were those who had been in
the Armed Forces since they completed their GCSEs over twenty years ago and had not
completed any further education outside of a military context. This observation made me reflect
and note that we cannot assume that instructors will have a first-hand frame of reference for an

adult learning environment when planning the OBE upskilling programme.

KPI1 5- Overall, the participants agreed that the model was valid and acknowledged that it
highlighted gaps in the training they had received. They emphasised that they had not received
any refresher training on the core subjects. The Warrant Officers highlighted their concern that,
as they do not complete IOT as a cadet and their leadership courses differ slightly, their
knowledge may diverge. They all acknowledged that refresher training in the core subjects
would have been beneficial and would help to standardise the cadet experience. When the
discussion turned to military citizenship, the group was split. The Warrant Officers indicated that
they were not comfortable with the College's rules and regulations as they had not attended as
cadets. The Junior Officers were content that they were up to date with the core knowledge, and
the Army Exchange Officer acknowledged that she was not familiar with RAF customs. They

recognised that they had received no training in this area to date and would have liked an update.
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The group challenged the terminology of a "Military culture™ and suggested "Ethos and core
values" as they felt that this aligned more closely with RAF language and was perhaps more
palatable for the staff. I acknowledged this and have subsequently adjusted the wording on the
diagram.

The participants suggested that the model would translate into a helpful framework for
the CSIC and felt that it would make the course more focused. They found the course disjointed
and had spent almost four weeks shadowing exercises and instructors, with no context and no
knowledge of instructional techniques; teaching DTTT at the beginning would add context and
clarity. After the cadet feedback session, the instructors asked that a layer be added to the draft
model to represent clear terms of reference for the college's instructional roles. They felt that the
cadets had highlighted a weakness in the system — a lack of clarity over expectations of staff
roles on the part of both cadets and staff. The instructors further discussed that they had not
observed any of the formal functions they were due to undertake, such as Leadership Instructors

or Flight Commanders.

KP1 6- All pre-service instructors added at least one new element to the draw and write diagram
of their roles and responsibilities. This suggests that this KPI was met.

Breakdown of codes

Additional roles of an No. Instructors %o of instructors

instructor code

Subject-matter expert 4 80

Facilitator 3 60
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Coach/mentor 3 60

Setting personal standards 3 60

through personal behaviour

Teaching 2 40

Planning lessons 5 100

Table 3: Overview of the additional roles and responsibility of an instructor
Observations
Knowledge transfer — Facilitator/teacher/mentor
| asked the pre-service instructors to write out all the different ways in which cadets and
instructors gather information and in what format. During this conversation, | discovered that the
pre-service instructors had not observed any lessons. They had no frame of reference for how
cadets and instructors interacted in classes, or the curriculum content, or how the instructors
prepared. They observed that this lack of discussion about lesson planning may explain why they

had not mentioned lesson planning in their initial draw and write exercise.

KPI 7 —The extent to which the pre-service instructors acknowledged the potential pitfalls of

role modelling.

Result

Three out of the five pre-service instructors noted that they would now consider how their

behaviour affects cadets’ standards. This percentage suggests that this KPI was met.
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Observation

| asked the participants to describe their instructional role models. Their responses varied
considerably and, as we discussed the differences, the participants acknowledged their individual
biases and recognised the potential pitfalls of trying to impose differing personal standards.
When asked how they might mitigate this, they unanimously agreed that a clear behavioural
policy for staff and cadets would be of help. They knew that part of their role was to uphold the
College's standards but, to date, they had seen no formal documentation providing guidance to

follow.

5.13 Personal reflections on the session

Going into the session, | had hoped that the participants would gain benefits from it, but I was
astonished by how much I learned through seeing the College from the perspective of a pre-
service instructor. Up to this point, | had been a cadet, spent over a year analysing the course
content and studied the CSIC content, but | had paid almost no attention to the pre-service
instructors’ lived experience. Viewing the CSIC from their perspective highlighted blind spots in

how the College and CSIC operate.

5.14 Recommendations

During Cycle 1, | wrote down potential recommendations as they emerged. When | curated
these, they naturally fell into three categories: operating procedures, cadet voice and additional

course content.

Operating procedures

The College could implement a set of operating procedures to create clear standards concerning

quality of learning, safety, expectations, and accountability (Ulla, 2018). It could also implement
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a teaching and learning policy to promote best practice and set consistent standards, aiming to
ensure that all cadets experience a high-quality learning environment. This policy should be
communicated to all staff and cadets before they arrive at the college to set expectations.

The College could implement a whole-college behavioural management policy for both
staff and cadets, containing a framework of policies and procedures that aim to prevent
behaviour issues (Scott 2005). A standardised college behavioural approach should encourage
staff and cadets to take responsibility for their own actions, develop positive relationships, create
consistency and clarity, and provide a transparent corrective framework for the instructors to
follow. A whole-college approach to behaviour can create a unified culture in terms of
acceptable behaviour and provide logical guidance for staff members in managing cadet
behaviour (Lyons et al., 2014). As a result, it may help alleviate stress and turnover (Richter et
al., 2012) and contribute to the cadets' positive perception of the school climate (Zullig et al.,
2011).

When designing these documents, the College should involve key stakeholders in the
school community to ensure that all aspects of the organisational and College culture are
captured (Sugai et al., 2009). A guidebook of military/College customs and etiquette could be
linked to the behavioural policy and sent to staff and cadets before they arrive to manage their
expectations from the beginning. The college could also implement terms of reference for cadets
and staff that provide information on their respective roles and responsibilities. Again, these
could be sent to potential instructors and cadets so that they are aware of what to expect during

the interview process.
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Increase the cadet voice

A substantial body of research documents the value of cadet voice initiatives in improving
classroom practice (Niemi et al., 2015). These initiatives can range from the most basic — cadets'
sharing their opinions on problems and potential solutions — to allowing cadets to collaborate
with instructors to address the issues in their educational establishments (Mitra, 2007). In
progressive cadet voice initiatives, cadets work together with teachers to discuss teaching and
learning and are invited to provide feedback on instructional styles, curriculum content,
assessment opportunities and other classroom issues (Rudduck, 2007). Research has found that
cadets' academic grades improve when teachers construct their classrooms in ways that value the
cadet voice, especially when cadets are given the power to work with their teachers to enhance
the curriculum and instruction. This consultation process can also provide a better meta-
cognitive understanding of cadets' learning, helping cadets to gain a stronger sense of their
abilities and educating them about the differences between learning styles, multiple intelligences,
and emotional intelligence (Mitra, 2004). Research has also found that an increased teacher focus
on cadet experiences and learning styles also can increase cadets’ interest in schoolwork and
learning (Daniels et al., 2001).

The feedback from the cadets proved to be powerful for both myself and the pre-service
instructors. It allowed us to view life at the college from their perspective, but this not a process
that the College usually follows. At present, the college has an internal validation system that
enables cadets to voice their opinions at the end of each term. However, the process is sterile,
and there is little dialogue between the cadets and instructors on how they would like to learn or
the changes they would like to see to improve the learning experience. As the course will

undergo dramatic change, this could be a suitable point to seek the cadets’ opinions on how they
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would like to see the changes implemented. Such dialogue may encourage the cadets to take

more ownership of decisions and improve cadet-instructor relationships.

Additional lesson content

The college should provide instructors with an upskilling package that takes them through the
core subjects, customs, and etiquette. This would offer an opportunity both to update subject-
matter expertise and introduce the cadets' curriculum to giving the pre-service instructors some
context. Whilst some instructors will be familiar with the content, this package would allow the
College to contextualise it. The sessions should refer to the College operating procedures, such
as the teaching and learning strategy, so that instructors know what and how they will teach.
While I acknowledge that content expertise is often linked to an understanding of teaching as the
transmission of information, it does not guarantee the formation of interpersonal ties between
teacher and cadets (Kember & Kwan, 2000). To promote such positive relationships, the CSIC

must balance pedagogical content and content knowledge.

5.15 Cycle 1 conclusion

The College should also allow the pre-service instructors to explore generational theory in the
CSIC. Instructors could forge opportunities to encouraging them to explore their personal beliefs
and biases and linking this directly to the learning philosophy in today's working environment,
where four different generations often work side by side (Polat et al., 2019). This
multigenerational workforce brings different attitudes towards authority, the organisation and
expectations regarding work, marriage, and family responsibility (Smola et al., 2002).
Considering each generation's characteristics, work values and working methods, and the

generational differences among teachers and cadets may influence the school culture (Paniale,
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2013). This recommendation was born out of the feedback from the intervention, such as "I was
interested in the potential new ways for adults to learn, particularly this new generation,” and
"The generational piece was worth some reflection.” Teachers who understand how to handle
such differences among their cadets will leverage the strengths of all generations. This
understanding enables teachers and cadets to succeed in the classroom, build collaborative teams
and help others better prepare for future challenges. The sessions should include discussions on
role modelling and how different generations value different skill sets.

Whilst these appear to be three separate recommendations, when systems thinking and an
OL perspective is adopted, links begin to form; the interconnecting factor is knowledge
management. Teaching core subject matter on the CSIC is a form of organisational knowledge
management. The feedback from cadets and instructors indicates that much of the knowledge
introduced is implicit, which causes confusion and frustration. Comments such as "There is a
lack of transparency on behalf of the flight staff" and "do as | say, not as I do" highlight the
cadet's confusion and frustration. Suppose Nonaka's (1991) four steps of organisational
management are applied. In that case, it becomes clear that the College needs to work through
Stages 1-3 to allow all levels of management to socialise, share the tacit knowledge and
externalise it in a form that others can understand (Nonaka & Konno, 1998). This process would
allow knowledge to be sorted and categorised into bodies of explicit knowledge embedded in the
organisation's "knowledge storehouse™.

Overtly approaching knowledge management would require the College to apply a realist
ontology that frames knowledge as existing independently of people and technology (McNamara
et al., 2004). This epistemology views knowledge as a pre-given resource that organisations can

produce at will (Yakhlef, 2002). The long-term goal is to foster an environment that portrays
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organisational knowledge management as an interpretative, shifting and situated enterprise
(Ciborra, 2002). The College may benefit from a period of knowledge setting, where explicit
knowledge is clear, and this may begin to foster a more positive cadet—instructor relationship. In
time, this storehouse of explicit knowledge would provide a foundation of knowledge for both
the cadets and instructors, from which they could develop it into an ideas house. The College
could create a role of Chief Knowledge Officer to initiate this process (Earl & Scott,1999).
Knowledge management can also be viewed as a cultural accomplishment centred on
developing a set of shared organisational values and identities, facilitating interpersonal
interactions and collaborations (Inkep, 1996). Introducing a robust set of operational procedures
would help form a clear mechanistic organisational structure, ensuring that individuals clearly
understand their job responsibilities and requirements (Kanten et al., 2015). Operating
procedures may help to nurture a culture dedicated to excellence, ethical behaviour and
knowledge sharing. In turn, this may motivate individuals to contribute their previous knowledge
(Shin et al., 2017), allowing the organisation to capitalise on all its members' knowledge to
derive new ideas (DiBella, 2010). Introducing a student voice mechanism may initiate a flatter
communication culture, allowing all members to voice their views and share their knowledge in

time and rank permissive settings (Freeman & Calton, 2020).

5.16 Further areas to explore

Several additional content areas could benefit from inclusion in the upskilling package, but |
planned to clarify these once the pre-service instructors had completed the DTTT course. The
potential areas were additional pedagogical content, generational learning theory, lesson

observations and observations of their new role.
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Chapter 6 — Extension to Action Research Cycle 1

| had initially planned to stop the cycle after the intervention and start a second cycle. However,
when | reached the end of the intervention, several external and internal factors resulted in my
decision to extend Cycle 1 and work with the same set of instructors. Due to factors outside the
college's control, the next CSIC — due to start in July 2019 — was rescheduled for October. This
delay would have extended my research by six months, and | was scheduled to move jobs over
this period, which would have complicated research access. The second, and more pressing,
factor was that | felt that | had not reached a conclusion, with several areas needing further
exploration. At the point of the intervention, the pre-service instructors had not completed the
final two weeks of the course; therefore, to validate my recommendations and clarify my
observations, | felt | had to continue to work with the same research subjects. This chapter aims

to illustrate the process | followed to extend action research loop one and the conclusions drawn.

6.1 What was the issue?

At the close of Cycle 1, | felt several areas required further exploration. The first concerned the
instructors’ perception of the existence of an adult learning environment at the College. | wanted
to clarify whether they felt an adult learning environment existed after they had spent a term
instructing, or whether they had observed any behaviours from staff or cadets which would lead
them to believe that barriers currently existed that would preclude its development.

The second issue on which | wanted to seek clarity related to the role and responsibilities
they were now undertaking: | wanted to know whether undertaking an instructional role had
lived up to their preconceptions and, in turn, whether the CSIC had prepared them for their new
roles. The third area concerned the cadets’ voice and whether the newly qualified instructors felt

that the College was currently listening to the cadets' feedback. During the intervention, the
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instructors had indicated that the cadets’ feedback had been valuable, and | wanted to clarify
whether they had witnessed the cadets having the opportunity to give feedback. I particularly
wished to explore a peer view of the framework for 21st-century military instructors' knowledge
and skills, obtain feedback on whether they felt the content was accurate and, if not, offer the
instructors the opportunity to recommend changes.

After a period of reflection and planning, | split the extension phase into two phases. The
first focused on the pre-service instructors from Cycle 1 and aimed to clarify the points outlined
above. The second phase focused on a cross-section of the most experienced instructors
designing the new IOT course. | wanted to create an opportunity for them to peer review the
framework to establish whether they felt it was accurate and to provide their comments. Peer
review is a ubiquitous element of scholarly research quality assurance and assessment (Tennant
et al., 2020) and, whilst I do not subscribe to the institutional norm of using formal peer review
to legitimise my research (Rennie, 2003), | wanted the opportunity to be challenged by a group
of peers. Phase 1 took place 12 weeks after the instructors graduated from the CSIC, to ensure
that the instructors’ experiences of CSIC and their first term teaching were fresh in their minds.

Phase 2 took place after | had analysed the data from Phase 1.

6.2 What kind of data could I gather to show the situation as it was and as it developed?

The research questions | developed were as follows:

Question 1 - Do the newly qualified instructors perceive there to be an adult learning
environment at the college?

Question 2 — Did the CSIC adequately prepare the newly qualified instructors for their new
role?
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Question 3 — Do the pre-service instructors view the framework of 21st-century military
instructors' knowledge and skills as accurate?

Question 4 — Does the college regularly solicit feedback from the cadets?

Reconnisiance Cycle Questions Emerging Cycle 1 Questions

1. At present, 1s there an adult leaming environment at the college? 1: Do pre-service instructers believe an adult learning environment 15 currently present and
2. What barriers, if any, are currently in place to stop the cadets leaming - appropriate at the college?

as they report they want to learn? 2: What roles and responsibilities do pre-service instructors anticipate they will undertake?

3. Ifnecessary, how do I begin to remove these barriers to promote an
adult learning environment?

Extension Cycle Questions 1

1. Do the newly qualified instructors perceive there to be an adult learning Proposed Hypothesises
- 3 g D D
en'\m?mnem at the college? i i . 1: If an individual has been educated vsing constructive philozophies, they will identify
2. Did the CSIC adequately prepare the newly qualified instructors for their constructivist delivery methods and roles of a military instructor.
new role? L. . 2: If a pre-zervice teacher has been educated vsing traditional methods, they will
3. Do the pre-service instructors view the framewark of 21st-century predominantly identify transmizsion-based instructional roles.
military instructors' knowledge and skills as accurate? - b

s . 3: Pre-service instructors who have worked in the Armed Forces for most of their career (13
4. Does the college regularly solicit feedback from the cadets? l years plus) will predominantly identify traditional transmission instructional roles.

4: Pre-zervice instructors who 1dentity cadet orientated, constructivist instructor roles are
more likely to identify instructor CPD as a role.

Intervention Aims &: Pre-zervice instructors who have completed higher education are more likely to support
1 — Challenge the pre-service instructors' pedagogical and epistemological an adult learning environment at the College.

beliefs. _ 6: Pre-zervice instructors who have not completed higher education are more likely to

2 — Create an adult learning environment to allow the pre-zervice instructors support a pedagogical leamning environment at the College.

to experience a constructivist approach to teaching.

3 — Encourage the pre-service instructors to consider the cadets” lived
experiences.

Figure 18 — Illustration of the extension cycle questions.

Data collection methods

Phase 1 — Semi-structured interviews

When planning the extension cycle, | acknowledged that the research participants were no longer
a homogeneous group of attempting to achieve a common goal of passing the CSIS. They had
transitioned into their formal roles within the College and one of the participants was now line
managing another, so the group dynamic had potentially changed. This change, coupled with the
fact that | wanted to discuss personal beliefs and experiences, led me to conduct interviews rather
than a focus group. I chose to record audio rather than video to allow for accurate analysis
(Rabionet, 2011) without distracting or intruding. | also continued to wear casual clothes rather

than my uniform to neutralise the power differential (Buchanan et al., 1988).
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| chose a semi-structured format to structure the questions into the topics that | wanted to
clarify from Cycle 1. An unstructured interview format would have entailed a risk of not eliciting
information related to the issues or themes covered in the research questions under consideration
(Rabionet, 2011). As in Cycle 1, I avoided putting the interviewees under time pressure, as a lack
of time can create an additional burden (Myers & Newman, 2007) on the interviewee. |
scheduled each interview to last one hour but knew that I only had twenty-five minutes of

questions. This extra time allowed me to explore avenues that arose organically.

Phase 2 — Focus group
| conducted a focus group to peer review the theoretical framework. | identified a stratified
sample of ten instructors from the Project Mercury team, who had a minimum of one year’s
instructional experience, and selected the participants from this team as they had seen the plans
for the new course. They had worked extensively with the senior leadership team, who had set
the vision for change and were acutely aware of the advantages and challenges of creating a
course using OBE, as they had been addressing these issues daily. These instructors had not
participated in any previous element of this research. Therefore, this was the first time they had
seen any of the data collected.

| chose a focus group over individual semi-structured interviews as the literature
indicated that individuals develop their thinking in interaction with other people when discussing
a topic of interest (Britten et al., 1995). Group interaction plays an instrumental role in data
production by creating a synergy that elicits rich details (Carey & Asbury, 2016), provoking
agreement and disagreement (Greenbaum, 1998) and, as a result, stimulating a complete picture
of attitudes. Focus group discussions are viewed as a means of eliciting participants' pre-existing,

personal ideas and opinions, forming a window on participants' lives (Wilkinson, 2004). Focus
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groups help researchers to understand people's beliefs, thoughts, and attitudes, and particularly
how they can hold multiple viewpoints (Vermeire et al., 2002). This insight was critical as |
wanted the participants to review the framework using their numerous lenses: all had been
instructors at the college, but they had also undertaken additional roles, including flight and
Squadron Commanders. At the time this focus group took place, they were designing the new
course. | wanted them to discuss their experiences as cadets on 10T and CSIC, how these
translated into lived experience and what CPD was available and hoped that they would test my
blind spots and discuss whether they believed the framework was accurate.

| did consider the potential power differential within the group, as an imbalance can
cause destructive behaviour amongst participants (Krueger et al., 2015), sabotage interactions
and limit the data quality (Carey & Ashbury, 2012). However, | chose to conduct a focus group
as these participants were part of a homogenous group and were more likely to be open as they
perceive each other similarly (Carey & Ashbury, 2012). They had worked together for over a
year, and | had participated in multiple debates about policy and structural changes which had
been conducted openly and professionally. The literature shows that the participants' relation to
the researcher/facilitator makes an essential contribution in creating a ‘permissive environment'
that encourages free-flowing conversation among the participants (Krueger & Casey, 2015). |
had known several individuals for over five years, and, in that time, we had developed an open
and honest relationship, so | felt confident that they would tell me the truth. I am also an
experienced facilitator: 1 am confident with explicit control strategies through, for example, room
layout, body language, seating positions, selective eye contact, interruption, and direct challenge

(Krueger & Casey, 2015).
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| conducted the focus group in uniform as everyone in the team was aware of the rank
each holds and the responsibilities we have in our primary duties. While the session’s primary
focus was to review the theoretical framework, | began by providing an overview of the results
collected to date and then invited the participants to discuss the Cycle 1 extension research
questions. The purpose of this was twofold: | wanted to see the more experienced instructors'
responses, and | hoped that the initial discussions would act as a form of icebreaker for the
framework review. Going into the session, | was not expecting to use the data collected in the
initial discussion. However, their insights were, at times, illuminating so, where appropriate, |

have included their perspectives.

6.3 Phase 1 results

Coding of qualitative data

| audio-recorded the semi-structured interviews and the focus group and transcribed the
recordings. As in the analysis of previous discussions, | began the coding by reading the text
from start to finish, considering the various meanings inherent in the data and identifying and
allocating a hierarchy of category codes (Thomas, 2006). This coding hierarchy was derived

using open-axial and selective organisation (Strauss & Corbin, 1998).

Validity of the sample set

All the participants from Cycle 1 took part in the extension cycle. For Phase 2, | asked for a
quota sample of ten instructors to participate in the focus group from a potential pool of 18

instructors on the Project Mercury team. This technique allowed me to divide the instructor
population into subgroups and helped to ensure adequate representation of all important

subgroups in the sample (Gorny & Napierala, 2016). Selecting the quota sample did not require
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a sampling frame, but | chose the quota to replicate the instructional population structure, to
ensure the sample was representative (Bechhofer & Oaterson, 2012). The breakdown of the

allocation I requested is shown below.

The instructors | received met the criteria; therefore, the sample was representative of the
instructor population. It is worth noting that the sample contained two females, which equates to
an over-representation compared to the main body of instructors, and 100% of the quota held a

degree or equivalent qualification. This percentage also equates to an over-representation, but it

Minimum Quota Notes
| female Representative of 10 %6 of the instructor body
3 previously serving airmen Representative of the 30% of the nstructor body
3 in the 31-40-year-old bracket Representative of 30% of the instructor body
6 in the 41-50-year-old bracket Representative of 60% of the instructor body
1 in the 30-vear-old plus bracket Representative of 10% of the instructor body
5 held a degree Eepresentative of 30% of the instructor body

Table 4 — Quota requested for the focus group
represents the Project Mercury team, as individuals were selected to rewrite the course due to

their advanced educational and instructional background.

Results
In structuring this section, | have returned to the research questions to summarise the findings.

Question 1 — Do the newly qualified instructors perceive there to be an adult learning
environment at the college?
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Response No. of Instructors
Yes 1
No 3
Undecided 1

Table 5 — Data collected for Research Question 1

Question 2 — Did the CSIC adequately prepare the newly qualified instructors for their new

role?

Data

Prepared to undertake the new formal role

Response No. Instructors
Yes 0
No 5
Undecided 0

Prepared to undertake the role of an instructor

Table 6 — Data collected for Research Question 2

Response No. Instructors
Yes 1
No 4
Undecided 0

Table 7 — Data collected for Research Question 2

Question 3 — Do the newly qualified instructors view the theoretical framework of 21st-century
military instructors' knowledge and skills as accurate?

100% of the newly qualified instructors indicated that they viewed it as an accurate

representation.
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Question 4 — Does the college regularly solicit feedback from the cadets?
100% of the participants indicated that they had not seen any form of cadet feedback. Comments

such as “I haven’t seen an InVal (internal feedback form) yet,” and “I don’t even know what the

cadet feedback process is” confirmed this.

6.4 Cycle 1 extension observations

Of the newly qualified instructors 60% indicated that they perceived there was not a Knowlesian
"adult learning environment™ as | had described, but a "military adult learning environment".
When | asked them to clarify this, two instructors indicated that the power and authority gradient
between staff and cadets was too great and this element was preventing the college from moving
towards a Knowlesian approach commenting “while rank is involved, they may be adults but
there will still be a power gradient.”. One instructor indicated that a lack of free time was
preventing the cadets from learning more autonomously, “They barley have time for dinner
never mind free study,” and one stated that too much pressure on the cadets prevented them from
learning more creatively or independently, “The fear of not passing the course is stopping cadets
from thinking independently”.

The language used by the instructor who did feel that an adult learning environment
existed was fascinating: "They (cadets) asked for advice and were given advice, and it all
appeared to be open.” Whilst this appears to be an improvement from my time at the college, it
remains a more traditional knowledge approach. Interestingly, the two instructors who did see an
adult learning environment or were undecided had both been Armed Forces instructors for over
twenty years.

| asked all the newly qualified instructors, "Did the CSIC prepare you for your new role

at the College." They all asked for the question to be split into two parts.
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1. "Did the CSIC prepare you for the role at the College?"

2. "Did the CSIC prepare you for the role of a generic instructor?"

All participants indicated that the CSIC had not prepared them for their formal role at the
College; 80% felt that this was primarily due to the minimal opportunity offered to integrate with
the College staff. The instructors commented, “Have | had the chance to observe the role of the
Flight Commander, no,” and “we were kept apart from the main body of staff and not
encouraged to integrate.” They had observed the instructors assess cadets on exercise but had
been intentionally kept separate when they were at the College. This lack of integration had
resulted in a minimal frame of reference for the additional roles and responsibilities undertaken
by instructors. 60% of the participants highlighted that the management told them of their new
job on the final day of the course, giving no time to learn the position. The Warrant Officers
were allocated a role teaching on a separate course about which they received no context or
information, they commented that, “we haven’t seen or been allowed to integrate with our
course. I don’t know what to expect when I get onto the Squadron”.

When answering the question "Did the CSIC prepare you for the role of a generic
instructor?” 60% of the participants said that it did not. They cited two key issues: the rigid
nature and timings of the DTTT course and the fact that they were not allowed to observe a
lesson. Instructors commented, “I haven’t seen a lesson,” and “I don’t know how cadets interact
in a lesson as [ haven’t seen one.” On planning, 80% of the instructors indicated that the DTTT
course gave them a framework to plan a lesson, but the instructors did not contextualise this to
the college. One commented, "If you had no imagination or self-innovation, you could take a

subject and make a lesson that would get the point across.”" | found this comment telling as it
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reflected some of the cadets' comments on lesson delivery. Another instructor commented, "'l am
not sure how what we did on DTTT translates into a classroom when the cadets are staring at

me."

6.5 Cycle 1 extension results

In structuring this section, | have placed the data collected during the focus groups and my

observations under the research questions.

Does the college regularly solicit feedback from the cadets?

100% of the participants indicated that the only feedback they had seen from the cadets whilst
planning the course was the Project Mercury Survey conducted in 2017.

Do the experienced instructors view the framework of 21st-century military instructors'
knowledge and skills as accurate?

100% agreed that the framework was accurate but asked for several areas to be made more

explicit for use as a handrail for CPD (detailed in the discussion).

6.6 Cycle 1 extension discussion

To facilitate the discussion, | talked the experienced instructors through each element of the
framework and invited comments. The feedback was that 100% of the instructors felt it was an
accurate representation of the knowledge and skills required and should be used to structure the
new CSIC and CPD sessions but suggested several minor working changes. | highlighted that the
cadets on the CSIC had had no access to the college curriculum or existing lesson plans. None of
the experienced instructors was aware of this, and they agreed that this must change going

forward. They were all interested by the observation and surprised that they had not been aware
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of this. They commented that, “How have we not realised that before,” and “why have we been
holding this back.”

All the participants agreed that the CSIC should teach subject matter knowledge and
asked that I articulate subject matter topics within the framework to act as a handrail for planning
CPD sessions. They discussed the merits of requiring instructors to sit similar exams to the
cadets to ensure their credibility to teach the units and were split 60% to 40% in favour of pre-
service instructors sitting exams. The participants identified a list of seven core topics, which |
have included in the final framework, and agreed that the CSIC should teach GPK. They asked
that | articulate additional points for a CPD framework, and these are included in the final
framework.

The participants all agreed that the CSIC should cover organisational context but felt the
bullet points should be more specific to increase organisational transparency. They suggested
including the following items in the operating procedures: a college learning philosophy and
policy, a college discipline procedure, organisational customs and etiquette, and cadet and
instructor terms of reference. They agreed that this would increase transparency commenting, “If
its laid down on paper, instructors and cadets will know what’s expected,” and “there should ne
no surprises of deviations from these documents.”

All agreed that the CSIC should teach pedagogical content knowledge but asked for
additional points to act as a framework for CPD and requested content on how cadets interact
with instructors (theory and lesson observation), “both sides need to know how to speak to each
other.” They highlighted the need for knowledge of behavioural management techniques (theory
and lesson observation), lesson and curriculum development, and the need for a range of classes,

including practical, theory, facilitation, and cadet-led classes.
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All the participants agreed that the CSIS should teach practical knowledge, but asked if |
could articulate additional points on the framework to act as a handrail for CPD. These included
delivering lessons, behavioural management techniques, lesson planning, providing constructive
feedback, upholding personal dress and deportment standards, and adhering to the college
operating procedures. The participants identified several areas of additional content which they
felt would be beneficial: 80% of the instructors indicated that TEL was discussed during DTTT,
but not contextualised to the College or demonstrated. The use of modern technology and tools
can increase cadet learning, cadet interactivity and the speed and transfer of knowledge (Raja &

Nagasubramani, 2018).

For successful implementation, the College should acknowledge that not all instructors
and cadets will be digitally literate. Digital literacy is the ability to use and create technology-
based content, including finding and sharing information, answering questions, and interacting
with others (Wayan Widana, 2020). There is a growing consensus on the importance of digital
and media literacy for 21st-century teachers (Ranieri et al., 2018). Even in civilian education,
teachers receive inadequate or no training about media and digital literacy, either in their initial
or in-service education (Fernandez-Cruz & Fernandez-Diaz, 2016). If the College could increase
the use of TEL, this may help increase cadet independence and enhance the promotion of an
adult learning environment. At present, the college has no digital learning strategy. One of the
instructors commented, “How can they have any credibility is they can’t use the IT system.”
Other suggestions included demonstrations of smartboards (40%) and refresher package teaching
(20%). When applying systems thinking, the use of technology is a critical enabler in
organisational knowledge management. Knowledge management tools help capture knowledge;

the appropriate storage and distribution of documents and resources can significantly increase

148



knowledge management (Choi et al., 2008). The higher the quality of the digital tools, the higher
the quality of the information, user satisfaction and organisational performance (Al-Qarioti,

2015).

Of the newly qualified instructors, 80% stated that it would have been beneficial to
receive core lesson content, specifically on leadership material. While they had had one lesson
on this, they would have valued more, and 60% indicated that it was challenging to contextualise
some of the topics without knowing how the cadets and instructors interacted with the material
during a lesson. This led to a further discussion on their lack of integration into college life. | was
struck by how isolated the pre-service instructors had been on the CSIC: they had minimal
contact with the main body of instructors, and their only contact with cadets was to assess them
on exercise. To qualify as an instructor, they taught their peers but did not deliver or observe any
lessons with cadets. For those who had not taught before, this left them with no frame of
reference for their role, the cadets’ behaviour, or the curriculum, before they embarked on their
new role with no supervision. This process is the equivalent of PGCE students learning to teach
by delivering lessons to their peers and then teaching school pupils with no context of the school
or curriculum.

To aid the pre-service instructors’ transition into college life, the College could adopt a
process like the Schools Direct approach in PGCE, which immediately immerses pre-service
teachers in school life (Jones, 2015). As a minimum, pre-service instructors should be allowed to
observe lessons and shadow peers undertaking pastoral roles. The CSIC timetable could be
designed to include a blend of theory, observation, and teaching, to enable the pre-service

instructors to analyse, reflect and grow (Mclntrye et al., 1996). If possible, the DTTT should be
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delivered at the start of the CSIC, to allow the pre-service instructors to absorb the information
and observe more experienced instructors with a frame of reference.

Most instructors (60%) indicated that they would have liked more information on how to
manage cadets presenting welfare issues, commenting “what do I do when someone comes with
personal issues,” and “One of the key roles of a Flight Commander is knowing where to signpost
the cadets to help and I don’t know how to help them”. Cadets represent a cross-section of
society, and, thus, bring a complex set of needs that can be magnified when away from their
families. The instructors felt that it would have been beneficial to receive information on the
College’s operating procedure on welfare issues and examples of the types of issues that
instructors have had to manage in the past, and 60% of instructors indicated a desire for more
information on the RAF and the College's culture, customs and etiquette. As they had not
attended the College as a cadet, they did not know what was expected of the cadets or staff.

Several newly qualified instructors were surprised by the volume of welfare-related
issues they had addressed during their first term of teaching and reported that they had not felt
prepared for these. In mainstream educational settings, this area is referred to as pastoral care; it
reflects the concept of care and concern for the cadets' welfare within a learning environment
that supports their physical, social, intellectual, emotional and spiritual development (Seary et
al., 2020). While military training may appear to be opposed to care, the College must
acknowledge that the cadets may present with many pastoral care issues, potentially more so
than in higher education due to their age. The emotional intelligence perspective (Goleman,
1996) emphasises how vital pastoral care is for healthy development, possibly more important
than academic development. Pastoral care is such a broad topic that it may be helpful to think

about it at three different levels: whole school, targeted groups, and targeted individuals (Hearn
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etal., 2006). It is also helpful to encourage instructors to think about pastoral care priorities in
broad categories of health, emotions, relationships, employment, and citizenship.

Pastoral care links to the concept of a learning organisation as a community. Westheimer
(2999) highlights five commonly identified features of a community: shared beliefs and
understandings, interaction and participation, interdependence, concern for the individual and
minority views and meaningful relationships. If the instructors could foster a community within
the College that emphasised mutually supportive relationships, and developed shared norms and
values (Louis et al., 1995), trust may begin to flourish (Bryk & Schneider, 2002). In turn, a
school culture that promotes welfare may positively influence cadet outcomes (Leithwood &
Day, 2007; Robinson & Taylor, 2007).

During the focus group, a lively debate developed around the professional status of
military instructors. One of the participants highlighted that the College struggles to recruit
instructors; it has not been viewed as a challenging role by the organisational hierarchy when
individuals apply for promotion. Four participants recounted their experiences of using
instructing for promotion during their time in the college, and all had encountered prejudice and
misconception about the roles they had undertaken; effectively, they had volunteered for an
emotionally and physically exhausting job and not been rewarded. After the focus group, I spoke
to the head of college recruitment, who confirmed that this had been an issue for several years,
and the College was attempting to mitigate these concerns. | found this observation interesting:
there appear to be various layers in the dismissal of instructors' professional status: the newly
qualified instructors felt that they were not treated as professionals when on the CSIS, while the

more experienced instructors were not viewed as professionals by the rest of the organisation.
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6.7 Recommendations

| have structured these into three categories: course content, welfare, and operational procedures.

Course content

The college could incorporate an additional module in the CSIC for those who are less confident
in their IT skills. This uplift in digital literacy would allow them to become comfortable with the
IT required using the digital infrastructure at the college. Pre-service instructors could also be
given the opportunity to explore the theories behind integrating TEL in the classroom and the
practical skills to use it effectively.

Welfare

The college could incorporate an additional module into the CSIS which explored welfare-

related issues and how to deal with them.

Operational procedures

As part of its operating procedures, the College could implement a digital learning strategy.
Educational establishments are encouraged to develop such strategies as they form the basis for
strategic implementation plans that guide the planning, roll-out and monitoring of digital
learning initiatives. The strategy should include a comprehensive digital learning plan which sets
out the mission statement and actionable goals aligned to broader learning objectives. (Hanover
Research, 2017). This document should be implemented at all levels so that everyone is aware of
what to expect in TEL and should form the cornerstone for a more significant knowledge

management strategy as TEL implementation progresses (Tham, 2019).
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Integration of pre-service instructors into the College

The college could integrate pre-service instructors into the college prior to passing the CSIC.
This would allow them to observe how cadets and instructors interact and allow them to observe
the roles which they will undertake when qualified. This would add content to the CSIC and

allow pre-service instructors to become comfortable in their new environment.

6.8 Cycle 1 extension conclusion

The extension to action research cycle 1 indicates that the newly qualified instructors would not
class the current learning environment as andragogical. They viewed the learning environment as
"an adult military learning environment", which they concluded would not align with Knowles’
(1980) principles and assumptions of adult learning. The basis of their conclusion was that the
cadets do not have the background in all subjects to be able to draw on relevant experiences and
that they do not have freedom within the confines of the rank structure to be free autonomous.
Comments like, “Since we’re in the military environment, I thought it’s difficult to apply some
elements and stick to them, and “Still think 4 principles of andragogy are not necessarily correct
to the military.”

It highlighted that 3 out of 5 of the instructors had no frame of reference for an
andragogical learning environment, and therefore were unable to visualise how it would work at
the College. This observation highlights that a transition to an adult learning environment
involves much more than redesigning the course material. It will require a complete
transformation of the learning environment beyond that of the standard defence educational
approach. Some instructors will have no frame of reference for this, and one of the critical

elements will be implementing a robust instructor upskilling programme.
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The literature indicates that some practising teachers who trained using more traditional,
teacher-centred educational methods may find the realities of OBE challenging to implement
without additional training (lloanya, 2019). The data collected in the extension cycle indicated
that this challenge may be further compounded as 80% the newly qualified instructors stated that
they did not feel prepared to undertake their post-CSIC roles. Comments such as, “I did not get
to observe my primary role,” and, “I have yet to see a lesson in a classroom,” highlighted the
gaps on training.

If the current instructional training programme is not fit for purpose, bridging the OBE
gap may be more complicated than I first thought. To aid the instructional upskilling package
design, | updated the framework for the knowledge and skills required to promote an adult
learning environment, to reflect the comments from the newly qualified and experienced
instructors. This framework could be used as a handrail to reconstruct the CSIC.

To facilitate the transition to an adult learning environment, it appears that staff and
cadets would benefit from a robust set of operating procedures so that both parties know what is
expected of them through the transition and beyond. The data from the extension cycle also
highlights the need to integrate pre-service instructors into life at the College during the CSIC to
have greater exposure to their new role, the role of the cadet and how the two interact. In short,
to promote an adult learning culture in a Phase 1 unit, the college needs to articulate the vision
for an educational change programme, educate and upskill its instructors and integrate pre-

service instructors during their training process — Articulate, Educate and Integrate.
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Chapter 7 — Conclusion

This chapter aims to conclude the research, detail its contribution to knowledge and outline

potential extension projects.

7.1 Conclusions drawn

The research title was, “An action research project to promote a 21st-century adult learning
environment in a Phase 1 military unit.” I chose to research this topic as, in the current fast-
paced, changing, and complex FOE, the most financially viable solution to gaining the
competitive advantage in the next conflict hinges on effective knowledge management (Hamel &
Prahalad, 1994). To accommodate this change, the College will be required to shift to a more
effective utilisation of its knowledge-based capital (Shin et al., 2017). To initiate this shift, the
college created the Project Mercury Team, of which | was part, to undertake a paradigm shift in
learning philosophy by transitioning from a didactic approach to an andragogical or adult
approach that supports OBE.

For OBE to be effective, an all-encompassing adult learning environment must be present
(Bates, 2014), underpinned by an andragogical, teacher-directed to cadet-directed, continuum
(Knowles, 1984) to help the cadets feel accepted, respected, and supported (Knowles, 1980).
This change should allow learners to be involved in as many aspects and decisions around their
learning journey as possible (Houle, 1996). The data collected from the cadets indicated that the
College does not have an adult learning environment. The data collected from the pre-service
instructors suggest that the training provided by the College did not give them the skills they
needed to undertake the role of a military instructor or its associated pastoral responsibilities.
Given that the transition to OBE will require a more complex instructional skillset, the data

collected has highlighted the importance of upskilling the instructional staff. However, upskilling
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alone will not promote an adult learning environment; to improve knowledge management, a
more holistic view of educational change may be required to capture comprehensively the human
elements of change in a complex, hierarchical environment.

The data shows that, for an adult learning environment to flourish, the relationship
between the staff and cadets will require improvement, which may entail a complex process of
adjusting the instructors’ pedagogical belief system. The data collected from the intervention
session appears to illustrate that this may be possible but will require a clear vision for change
and the ability to articulate — and, potentially more importantly, demonstrate — the role of the
instructor in the adult learning environment. Not all military instructors have experienced this or
can visualise it.

To structure my recommendations, | have chosen to return to educational change and
system theory and articulate my findings through the lens of Kotter's (1996) eight-step change
process. | have taken Quinn et al.'s (2012) framework for leading change in learning (see Figure
19), which adapted Kotter's eight-stage process to illustrate the eight steps | recommend the

college undertake to help promote an adult learning environment.
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Step 1 — Compelling reason to embrace change

Many macro and micro factors had led to the creation of the Project Mercury team and the
aspiration to introduce an OBE learning philosophy and an adult learning environment. The
UK’s Armed Forces are currently enduring a period of profound change. They must compete to
recruit talent in an already turbulent global recruitment market and train existing employees to
work in a complex, unstable and uncertain environment (MoD, 2017). A logical solution would
be the purchase of new and emerging technologies, which have traditionally provided the UK
with comparative advantage, but the ability to make such purchases has been eroded due to
austerity measures. Therefore, under current planning assumptions (MoD, 2013), a dynamic,
agile and well-prepared, flexible workforce represents the greatest likelihood of securing a
competitive edge in any future conflict (O'Neill, 2015).

To cultivate an agile, adaptable, and capable workforce (Royal Air Force, 2017), a
demonstrable investment in PME is required to meet future challenges and gain an intellectual
edge (Australian Defence Force, 2017). The College has acknowledged that it must prepare the
new generation of commissioned officers for new literacies, competences, and ways of learning
alongside traditional disciplines (Tan et al., 2017). It aspires to design a course in which the
premium is no longer placed on cadets' acquisition of information but on their ability to analyse,
synthesise, apply, solve problems, design solutions, and communicate effectively (Darling-
Hammond et al., 2010). Whilst this academic view of change may be appreciated by some
instructors, the majority will require a more realistic view of how and why the college has
chosen to embrace an adult learning environment and OBE. Alongside the strategic level, the

College management should allow instructors to explore how the different generations currently
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in the workplace have learned and encourage them to consider these nuances when planning their
lessons.

Step 2 — Create a coalition of staff and cadets to guide change

The College management and Project Mercury Team can advocate for the need for change;
instructors will be the primary agents who enact it (Donnell & Gettinger, 2015). Despite having
this crucial role, not all instructors will welcome or support the change (Bonner et al., 2020).
Therefore, the College must select the initial coalition carefully, potentially using the lenses of
teacher beliefs and theories of teacher agency. Educational reforms, such as the transition to
OBE, represent a shift in teacher practice. These shifts are fuelled by structural supports, such as
operational procedures and changes in knowledge, understanding and pedagogical beliefs
(Bonner et al., 2020).

Research has shown that beliefs are more difficult to shift than practice or knowledge, but
they appear to be the essential element in determining openness to change; therefore, when
selecting an initial coalition, the College management team should consider the individuals'
beliefs. The data from Cycle 1 appeared to align with the findings of Looi et al. (2014), that
teachers’ prior orientations affected their perception of a constructivist approach. The data
indicated that those who had experienced an adult learning environment advocated for it and
could visualise its benefits, but those who had not found it harder to imagine its implementation
in a military setting.

The intervention session results showed that encouraging instructors to explore their
beliefs and prejudices allowed them to see their blind spots, and these became clear in
discussions on adult learning theory and how different generations learn. The College

management team could initially select those individuals whose epistemological beliefs align
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with andragogy and then begin the process of education with those whose beliefs do not align.
Teachers' beliefs could also be considered and explored in the instructor recruitment process.
Whilst beliefs are a sensitive subject, the College may consider discussing adult learning theory
and practice with individuals during the interview process. If applicants are opposed to
constructivist techniques, the College may need to consider whether they are the right fit to
implement and advocate for an adult learning environment.

The second lens through which to select the coalition is teacher agency. Agency
provides a lens through which to view relationships between teachers, professional beliefs,
backgrounds, intentions, goals and perceived ability to work and sustain educational reform
(Biesta et al., 2015). Teachers who believe they can make choices (Pajares, 2012) and control
their practice (Ketelaar et al., 2012) are more likely to act towards the outcomes they desire
(Malmbery & Hagger, 2009). When the actions expected under the reforms are incongruous with
teachers’ pre-existing agency beliefs, intentions and practices, teachers may express their agency
through resistance (Terhart, 2013). The literature shows that a rich understanding of both
previous beliefs and the new reform principles serves as a resource for teacher agent action
(Bonner et al., 2020). Lai et al. (2016) found that sustained and in-depth attention to the
intersections of personal and professional histories and changing cultural discourses appear to
support agency. They found examples of Chinese teachers who had expressed agency by
critically considering and adapting Western pedagogies in a way that allowed the integration,
rather than the abandonment, of their previous practices and beliefs. They found that they could
teach in a more traditional style while adapting to Western attitudes.

If Project Mercury can understand individuals' beliefs and find a way to empower

instructors to encourage agency, they may find a way to blend the Armed Forces' traditions with
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a more constructivist approach. When looking through the lens of agency lens, it could be argued
that the guiding coalition could comprise both those supporting the changes and the more
sceptical. If empowered to explore the potential options through agency, those that could

potentially have used their agency to resist may become powerful change agents.

Step 3 — Create the vision and strategy for direction

This research aimed to promote an adult learning environment, which is a critical enabler of
implementing OBE. In the reconnaissance phase, the cadets demonstrated the absence of an adult
learning environment and cited their relationship with the staff as the main barrier to its
development. Their comments suggested a disconnect between their frame of reference of an
instructor and their lived reality; they described a "College wall" between them and the staff.

The data collected in Cycle 1 indicated that the pre-service instructors initially had a
simplistic view of the role of the instructor which, in most cases, aligned with a more traditional
or didactic approach for example. Most of the pre-service instructors agreed with the principles
of an adult learning environment but could not visualise the mechanics of how it would work in a
military environment for those who had not experienced an adult learning environment. In the
extension cycle after one term’s immersion in the College, the instructors defined the learning
environment as an "adult military learning environment,” which treated cadets like adults but did
not allow them to learn independently.

When | articulated the vision of the Knowlesian adult learning environment that the
College’s management team has empowered Project Mercury to create for both the cadets and
pre-service instructors, the cadets did not recognise it as being present at the college. Moreover,
the instructors did not anticipate undertaking several vital roles, for example, lesson planning.

Given these weaknesses, the articulation of the vision must be robust. Covey (1991) argued that
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effective change begins with the end in mind. He indicated that individuals must understand their
goals, value, and mission as the basis for everything they do. | think this is very pertinent in this
change project as, under the current system, there appeared to be layers of confusion over the
roles of the cadet and instructor, and the boundaries between them. In the reconnaissance phase,
the cadets indicated that they had experienced inconsistencies in staff behaviour and standards,
and a lack of transparency around the behavioural and attainment standards expected. The
instructors in Cycle 1 and the extension cycle indicated that they were not provided with clear
guidelines on cadet or staff behaviour, or clear guidance on upholding the ethos, core values and
traditions of the College. When these findings are superimposed on the "college wall" diagram
drawn by the cadets in the focus group, it becomes clear how the cracks in the relationships
began to form. This, coupled with the fact that the CSIC did not allow pre-service instructors to
observe the cadets in a classroom or pastoral setting, meant that the instructors were unsure of
their role. As a result of this lack of experience, they upheld their own interpretation of

behavioural policies.

Statt Students
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Lack of terms of reference/ shadowing ey don't know what their job s - — We don't know what out imits are as 8 Lack of operating procedures
on CSIC/ operating procedures student
Lack of interaction on CSIC They don't know how to speak to us - - We don't know how to speak 1o them
They cannot relate to us - _ We cannot relate to them

We don't know what the standard s Lack of operating procedures

Figure 21 — College wall overlaid with observations from pre-service instructors
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Senge (1990) identified a shared vision as one of the five principles of an LO in systems
thinking, fundamental to the future success of the organisation (Senge, 1990). A shared vision
through this lens infers that some reasoning, thinking, or inference takes place to create a pattern
or strategy for action to allow individuals to make sense of all the information that informs the
decision-making process (Hodgkinson, 2002). This definition is relatively mechanistic; other
authors have approached it from a more human perspective. Jones (1998) described a shared
vision as involving the hearts and minds of those who must execute and deliver it, whilst
Prahalad and Hamel (2007) saw it as the emotional commitment of individuals at the bottom of
an organisation to devote their lives to accomplishing a strategy.

Some of the confusion could be resolved by a set of comprehensive college operating
procedures. Whilst, on the surface, it seems perverse to recommend a set of guidelines and rules
for adults' behaviour, clear operational procedures would result in highly formalised,
standardised, centralised functions, ensuring that individuals clearly understand their job
responsibilities and requirements (Kanten et al., 2015). Although this may initially appear
counter-intuitive, after speaking to the cadets, | believe that clear boundaries would have a
considerable impact on leadership styles, trust, job satisfaction, knowledge management and
psychological safety (Mehrabi et al., 2013). Once certain boundaries became ingrained, there
may be scope to relax them to create a more organic structure.

The protocols could be designed together with the staff and cadets to develop a shared
vision and a common understanding of collective learning to support the mission (Freeman &
Calton, 2020). This reset would allow for the implementation of double-loop learning. A single
loop, resetting the organisation structure, would alter individuals’ action strategies but would

leave the values behind the action unchanged (Argyris & Schon, 1996). A period of reflection
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would allow the organisation and the individuals within it, at all levels, to reflect on values and
norms, including social structures (Greenwood, 1998) and connect the observed effects of the
structural change with the strategies and values served (Basten & Haamann, 2018), allowing for
the redesign of social structures and human action (Schon, 1983, 1987).

The literature advocates the need to reiterate a coherent and consistently applied whole-
school behaviour policy as the key to improving behaviour (Massey, 2011). When designing
operating procedures, the literature suggests that the best results around behaviour management
are achieved when senior management consider the views and contributions of all interested
parties, increasing commitment to and engagement in the product (Clunies-Ross et al., 2008).
Parry et al. (2013) echoed this, advocating for the engagement of all interested groups when
developing whole-institution policy. Gibbs and Powell, (2012) suggested that training is
essential for both staff and cadets; they found that managing disruptive behaviour is a principal
concern for teachers and advocate for more extensive training to focus on negative and positive
behaviour and how to address both. This approach could be of benefit as the cadets reported a
lack of positive praise. Massey (2011) advocated both initial and ongoing training for teachers,
which would enable them to become effective classroom managers.

These operating procedures should encompass more than discipline; they should also
include a digital learning strategy, cultural aspects of the college and an assessment policy, so
that the cadets are aware of the resources, policies, and procedures in place. The DfE (2011)
indicate that a well-rounded and robust set of documents could aid discipline and establish a
culture of respect and safety, with zero tolerance of bullying, clear boundaries, good pastoral
care and early intervention to address problems. This transparency may initially be

uncomfortable for the instructors, but a more even power balance between cadets and instructor
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would be achieved if all the stakeholders in the learning process are informed and share the same
vision.

The operating procedures should include clear terms of reference for the instructional
staff and cadets. When accompanied by robust learning and behavioural strategies, these may
help both parties to envision how their relationship should function. A clear outline of the
expected behaviour of instructors may help break the cycle of instructor’s role modelling
outdated pedagogical practices (Goodland, 1990) and facilitate the transition of instructors from

"knowledge distributors™ to "knowledge workers" (Scheicher, 2019).

Step 4 — Communicate the vision to the staff and cadets

The data collected in Cycle 1 indicated that those who had not experienced an adult learning
environment struggled to visualise it in a military setting, for example the Warranter Officer in
my intervention lesson that couldn’t relate to learning being fun. A robust set of operating
procedures and a communications plan will help these individuals to navigate the mechanics that
they may otherwise struggle to implement, if they have not seen how staff and cadets should
interact. The College could work with academic partners or other Armed Forces, such as the

United States Army, to record lessons or allow individuals to observe classes.

Step 5 — Empower instructors

During this process of educational change, the instructors will find themselves simultaneously
both the subject and the agent of change (Piper et al., 2013). On the one hand, they have the task
of implementing innovation and, on the other hand, they may be required to alter their own
beliefs, attitudes, knowledge, skills and teaching practice. Educational change depends on what

teachers do and think (Fullan, 2001); therefore, it is vital to consider the changes that the
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instructors will experience in their teaching and learning processes and empower them to enact
these before introducing any educational innovation (Ucan, 2016).

Empowering the instructors will require a two-pronged approach. The first will be
designing a robust CPD programme to upskill legacy instructors. The college must consider
teachers and their CPD in the implementation of any educational reform. During the CPD
process, the College should encourage teachers to acquire a new understanding and beliefs
regarding the potential of new teaching methods and materials in the cadets' learning, and to
develop themselves professionally, socially, and personally (Ucan, 2016).

Whilst instructor development should be a conscious process in which educators
constantly seek new ways and methods to improve their cadets' learning (Bell and Gilbert, 1996),
no robust CPD programme has been in place at the college for some years; therefore, its
implementation will be an innovation. This programme should align with educational policies
and operational procedures to improve cadets' learning outcomes (Ucan, 2016). In time, in-
service development, education and training, instructor development, professional development,
staff development, career development and lifelong learning should become intertwined and be
seen as standard practice at the College (Day & Sachs, 2004) to respond to the ever-changing
needs of the cadets and staff (Swafford et al., 1997). The second element of empowering staff
will be the initial staff training programme, as the data from this research indicated several issues
with the current programme.

When reflecting on instructional upskilling, | used the data collected to create a
framework illustrating the knowledge and skills required to promote an adult learning
environment in a Phase 1 military unit. The framework was developed from a fusion of the

models developed by Shulman (1986) and Grossman (1990), whilst drawing on Schon’s (1983)
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concept of practical knowledge. The central hub represents outward skills of practical
experience, and this feeds the other five corners. This model begins to represent the multiple
professional elements of 21st-century military instructors and could be used as a framework to

develop the initial instructor training programme and subsequent CPD pathway.
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Figure 22 Framework illustrating the knowledge and skills required to promote an adult
learning environment in a Phase 1 military unit.

Placing knowledge and skills at the centre of instructional training, underpinned by a
substantial body of explicit knowledge, represents a paradigm shift in instructional training, but
the College and cadets would benefit from a period of knowledge-setting, where explicit
knowledge is made clear, and this may begin to foster a more positive cadet—instructor
relationship. In time, this storehouse of explicit knowledge could provide a foundation for both

the cadets and instructors to start exploring individually, and start the internalisation and
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conversion of explicit knowledge, converting it into tacit organisational knowledge (Nonaka &
Konno, 1998). To foster these conversations, trust — and a high level of care among
organisational members — is essential to enable knowledge creation, as is a recognition of the
role of leaders in promoting these values (Bell DeTienne et al., 2004; Bollinger & Smith, 2001,

Goh, 2002; Holsapple & Joshi, 2000; Huang et al., 2008; Zarraga & Bonache, 2003).

Step 6 — Empowering Cadets
Many researchers have urged the need to empower cadets and listen to them more (Blossing,
2005; Fielding, 2001; Rose & Shevlin, 2010), especially when undertaking change initiatives
related directly to their time in the classroom. Research has shown that involving learners in the
change process and allowing them to voice their opinions or concerns (Rose & Shevlin, 2010)
should decrease resistance to change (Giles, 2006). The cadets have a vast knowledge of the
intricate workings of the College. From their thousands of interactions with staff and other
cadets, they will have created a bank of observations on potential blind spots or opportunities
that the Project Mercury team may not be aware of. As demonstrated in this research, the cadets
have the maturity, skills and experience to review problematic situations and complicated
relationships and provide solutions (Hamzah et al., 2010), but they need to be empowered and
listened to (Blossing, 2005). At present, the college appears to deny the cadets the opportunity to
develop responsibility, express their social maturity and shape their learning as social actors
(Rudduck, Chaplain and Wallace, 1996), but would benefit from finding alternative ways to
augment the cadet voice (Fielding, 2001).

In its modern interpretation, the cadet voice predominantly focuses on the design,
facilitation and improvement of learning (Mitra, 2004). Interest in a school voice has re-emerged

due to a call among progressive educators to review the structures, practices and values that
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dominate schooling, which contrast sharply with how young people live today (Rudduck, 2007).
The student voice offers teachers important insights into learning, teaching and education from
different individuals and groups of expert witnesses (Flutter & Rudduck, 2004). It has the
potential to challenge the passive role of cadets whilst redefining cadet—teacher relationships as a
joint endeavour in learning (Fielding, 2001). Listening to and learning from cadets' voices
requires a shift in how teachers engage with cadets and how they perceive their education
(Ngussa et al., 2014). Teachers and cadets have reported that, when cadets are given a voice,
their relationships, communication, and learning have improved. Cadets also expressed a more
substantial commitment to education and developed a sense of identity as learners (Flutter &
Ruddock, 2004).

The College could use the cadet voice to empower cadets in decision-making processes
(Mitra & Gross, 2009). One method of augmenting the cadet voice in this specific area is
through participatory design projects (Ngussa et al., 2014), and this could be a valuable tool for
the Project Mercury team, who could involve the cadets in the design of documents and policies
that directly affect them, such as behavioural policy. Their input could increase ownership and
agency. Wolk (1998) argues that everyone has a voice; it is not something that can be given, but
what we do with it — and to what degree — can be developed.

Project Mercury should carefully consider how it creates a psychologically safe
environment in which to solicit opinions and generate an ongoing culture of promoting and
listening to cadets' voices to communicate ideas and thoughts. Meaningful cadet involvement
means validating and authorising cadets to represent their ideas, opinions, knowledge, and
experiences. It can provide opportunities for the cadets to become active participants in their

education, including making decisions about what and how they learn and how their learning is
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assessed (Ngussa et al., 2014). In its most radical form, it can be a cultural shift that opens spaces
and minds to the cadets' presence and power (Cook-Sather, 2006). The introduction of the cadet
voice may prompt a flatter communication culture, allowing all members to voice their views

and share their knowledge in time and rank permissive settings (Freeman & Calton, 2020).

Step 7 — Promote critically reflective instructor collaboration

A school culture can be defined as the basic assumptions, norms, values, and cultural artefacts
shared by school members, which influence their functioning at school (Maslowski, 2001). It
strongly influences educational reform in either supporting or impeding the change process
(Hennessy et al., 2005). The literature indicates that change is unlikely to be successfully
implemented without a positive and collaborative school culture (Ucan, 2016). Cultural barriers,
such as cultures of silence and individualism, prevent instructors from collaborating with their
colleges. During this research, such barriers were observed when the CSIC prevented pre-service
instructors from attending lessons or integrating into college life. This lack of collaboration
hindered them from discussing or trying out new practice.

In implementing consistent educational change, collaboration is widely acknowledged to
determine school development and successful innovation (Kelchterman, 2004). Bell and Gilbert
(1996) suggest that teachers' personal, social and professional development should be considered
to ensure that they value collaborative ways of working and initiate collaboration with
colleagues. Fullan and Rincon-Gallardo (2016) argue that “social learning and shared meaning
are at the centre of school and system success” (p49). This research appeared to indicate that a
shared central system does not currently exist at the college: the cadets and staff are left to
interpret various college policies and procedures, which has led to confusion and a lack of

standardisation. If the college could promote a culture of collectivism that encouraged instructors
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to discuss new practice and critically reflect on their instructional skills, it may find support from
colleagues in helping to change pedagogical practices (Swafford, 1998).

Promoting a culture of "Team Learning"” (Senge, 1990) may improve the individual and
team knowledge and skills of both instructors and students (Senge, 2006). This process of
gaining access to a larger pool of shared meaning, which cannot be achieved individually
(Hedlund et al., 2015), may improve knowledge (Salas et al., 2008), communication skills,
decision-making processes and the ability to manage pressure (Hedlund et al., 2015). Team
learning is shaped by social influences such as attitudes and team and leadership behaviours
(Hackman, 1990; Salanick & Pfeffer, 1978). It is driven by interpersonal perceptions and
concerns, and a lack of trust will inhibit experimenting, admitting mistakes or questioning team

practices (Hedlund et al., 2015).

Step 8 — Promote multi-professionalism in military instruction

During Cycle 1, the pre-service instructors reported that they were not treated as professionals
whilst undertaking the CSIC. In the extension cycle, the experienced instructors said that the
instructor's role is not valued as highly as it should be and not rewarded when individuals apply
for promotion. To overcome these issues, the College could promote the instructor's role as a
dual or multi-professional one. Implementing a robust initial instructional training programme —
and a subsequent CPD programme — will highlight the plethora of skills and knowledge that an
instructor must hone. In turn, these skills, and the individual's progress towards their mastery,
could be articulated in individuals' annual reports. The United States Air Force has introduced a
similar system that allows individuals to work towards the rank of Master Instructor. This
prestigious qualification is bestowed on individuals who reach the highest level of military

instruction.
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The College could build a professional development pathway that incorporates civilian
qualifications. Individuals could, thus, learn from the civilian education sector whilst achieving a
recognised qualification, enhancing their commitment to their instructional role whilst increasing
their professional status within the organisation. Thus, they may begin to view themselves as
both a military and educational specialist.

In short, to overcome the potential barriers to an adult learning environment, the College
must address the change progress through the eight steps illustrated above, whilst balancing the
trinity of human factors: people, culture, and the power of vision (Burr, 1998; von Clausewitz,
1989). If the college leadership can balance the vision while simultaneously addressing the
people's fears and their resistance (Burr, 1998), it will create a generation of clock-builders rather
than time-tellers (Collin & Porras, 1994). Building a clock that continues to tell the time long
after the current leader is gone is fundamental to a successful and enduring organisation. This is

the very essence of a learning organisation and is what the military should strive to be.

7.2 Contribution to knowledge

This is the first time that Doctoral research been conducted at the College, and the
recommendations and models produced will be used to help shape 10T going forward. This
research has already had a positive impact: the information disclosed about the breach of
safeguarding procedures triggered a climate assessment which identified several issues regarding
cadet welfare; these have since been rectified. This research draws together several strands of
literature on educational change theory, adult learning theory, pedagogical content knowledge,
the changing nature of warfare, professional military education and systems theory. This research

has provided several original contributions to understanding.
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It is the first time that pre-service instructors pedagogical and epistemological beliefs
have been explored within the context of this Armed Force. The exploration of pre-service
instructors' beliefs has highlighted a disconnect between the more academic view of a
Knowlesian adult learning environment and the current lived reality of a "military learning
environment" and the following skills required to facilitate both. Project Mercury has used the
data collected on the pre-service instructors' beliefs on the roles and responsibilities of an
instructor and data collected on topics that the instructors felt they lack training in to create a
new instructional training program. The framework illustrating the knowledge and skills required
to promote an adult learning environment in Phase 1 military unit has been shown to both phase
1 and phase 3 training schools. It will inform the basis for their induction packages when they are
redesigned later this year. These induction packages will explore the theory of adult learning,
generational learning theory and opportunities for instructors to explore their beliefs system. This
framework appears to be unique as there has not been a familiar framework developed for phase
1 training in the UK or its allies.

It is also the first time that adult learning has been researched within phase 1 training and
the first time the draw and write technique was used within a phase 1 context to elicit an
individual's beliefs. The data collected from this research has allowed the College hierarchy to
view the training through the Cadets' eyes. It has highlighted a disconnect between the frame of
reference of "adult learning™ the Cadets held and those of the pre-service instructors.
Understanding this disconnect through this research has allowed the Project Mercury team to
better align the Cadet, College, and the instructor’s vision of an adult learning environment by
creating a robust learning philosophy. This is the first time a learning philosophy has been

created for phase 1 training for this Armed Force.
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The research with the cadets appears to align with Knowles' (1980) principles of adult
learning. The cadets clearly articulated their desire to be involved in the learning process, and
their previous experiences were relevant. They wanted the learning to relate to their new job role;
they could problem-solve and had a desire to learn independently. The findings also appear to
align with those of Merriam and Bierema (2014). They found that, for self-directed learning to
occur, an andragogical environment must be present to create a psychological climate of mutual
respect, trust and collaboration between the cadet and the teacher. llonya (2019) indicated that
instructors would need to acquire an advanced skill set to efficiently construct and manage OBE
classroom activities and continuously reflect on their professional practice to learn and improve.
This research identified this to be true.

The Eight steps model to promote an adult learning environment in a military Phase 1
unit appears to be unique as there has not been a familiar framework developed for PME in the
UK or its allies, incorporating educational change and Learning Organisational theory. It was
shown to the Defence Academy, and they have asked to use it as a planning tool for their
educational transformation program, Project Mars, which starts in August 2021. The findings of
the research with the instructors also appear to align with work published previously by Shulman
(1986), Grossman (1990) and Schon (1983) on the requirement for instructors to process
practical knowledge, pedagogical and general pedagogical knowledge. The literature indicated
that an understanding of instructors' pedagogical and epistemological beliefs would illustrate
these mental representations and improve teachers' professional practice (Penso & Shoham,
2003). Moreover, beliefs serve as functions distinct from teacher knowledge and act as filters in
interpreting classroom situations, frames for defining pedagogical problems and guides or

standards for action (Fives and Buehl, 2012; Parares, 1992). Pre-service teachers' pedagogical
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views are shaped by their personal, educational experiences and align closely with their beliefs
about knowledge, how cadets learn and how teachers teach (Ryan et al., 2009). In this research, |
found it true that those trained in an adult learning environment identified the constructivist roles
and responsibilities of an instructor whilst those taught using more traditional methods identified
more didactic elements.

Using the lens of systems theory to view the data, the data collected appeared to align
with Senge's (1990) five organisational learning disciplines. The cadets identified a requirement
for team learning, and the instructors identified a need for personal mastery in identifying the
multiple additional skills needed to deliver OBE. When working with the instructors, | observed
the numerous mental models they possessed. The data collected from the intervention appears to
align with Piagetian theory (Piaget, 1957), which implies that a powerful way of challenging
beliefs or mental modes is to ask individuals to compare their views with others to create
dissonance. | fostered an environment that allowed pre-service instructors to challenge their
assumptions; as Grieve (2009) suggested, creating dissonance, and holding a mirror up to the
inconsistencies in their opinions became a catalyst for promoting cognitive change.

A further unique contribution of this research to knowledge in this sphere was
discovering that the length of an individual's career in the Armed Forces appeared to influence
their beliefs: those who had served 15 years or more seemed to identify with a more traditional
approach. This research also found that those who had served 15 years or more in the military
struggled to visualise an adult learning environment or how it could relate to military training.
This finding has had a significant impact on the College's recruitment process. The recruitment
interview now contains questions relating to adult learning and how cadets may expect to learn.

An Educational Psychologist has designed a set of scenario-based questions to explore the
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instructor's pedagogical belief system. If an instructor is successful but has not experienced an
adult learning environment, the College will arrange for the instructor to visit a HE establishment

to observe lessons.

7.3 Extension Projects

There are several extension projects which | would like to undertake post this research. The first
would be to build an exercise into the instructor selection process which allowed potential
instructors to explore their beliefs on adult learning and assess if they align with the college
learning philosophy. This would allow both the potential instructors to assess if they are suitable
for the role. The second extension project would be to work alongside the Defence Centre for
Training Support, who design the DTTT course, to help them review and update the current
course content. The models | have produced could be used as a framework for course

development.
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E I.Ilmsltjrﬂf
Reading
Prolect tithe:

An action research project to promete a 215t cenfury 2dult learning erronment ina Phase 1 milfary traming
unift.

Lonsent Form

= | hawe read the Information shoct abowt the project.

& | understand what the purpose of the project s and wial you want me to doo A0 my questions have been
answored.

& | agrestotake partin this project.

® | yrdorstand that it s mry choloe to help with this project and that | can stop at amy tene, without gving
reason and that 12wl not hiowe any ethect an my grades or cansor.

= | hawe reoeived a copy of this Corsent Form and Information Shect.

Please thck 35 appropriate:

& | consent to participating Inan intendiew.
= | consent to the Interdew Boing reconded.

# | ponsent to the use of ananymised draw and wribes in subscquent publcztions

oooo

# | ponsent to the use of ananymised guotes Insubssquent publicasions.

Signed:

Dated:
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OACTU Trainee Survey

Age
1. Please select which of the following best describes your age group:

Under 21

21-30

31-40

41-50

51-60

60+

Gender
2. Please select which gender you identify with:

Male

Female

Other

Ethnicity
3. Please select which ethnic group you identify with:

White

Mixed/ multiple ethnic groups

Asian/ Asian British

Black/ African / Caribbean/ Black British

Other

Education
4. Please select the highest level of qualifications you have attained:

A-Level or equivalent (VCE's/ Higher School
Certificate/ Diploma)

Degree or equivalent (BA, BSc, Level 6 Award,
Level 6 Certificate, Level 6 Diploma, Level 6 NVQ)
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Postgraduate Degree or equivalent (MA, MBA,
Level 7 Award, Level 7 Certificate, Level 7
Diploma, Level 7 NVQ)

Other (please specify):

Previous Military Service

5. Please detail below the number of years’ service you have completed in the military. Please do not
include any time in the University Air Squadron or Air Cadets but do include any time which you may
have spent as a Full-Time Reservist.

Adult Learning Environment
6. In your opinion, does OACTU currently have an adult learning environment?
The principles of an adult learning environment can be defined as.
e Adults are involved in the planning and evaluation of their instruction
e Experience (including mistakes) provides the basis for the learning activities
e Problem centred rather than content orientated
e Subjects have immediate relevance and impact on their job or lives

Yes

No

Current Barriers to Learning
7. Do you feel there are any barriers, currently in place at OACTU which stop you from learning the way
in which you would like to?

Yes

No

8. If appropriate, please detail any barriers to learning. Please give as much detail as possible.
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Appendix D Reconnaissance phase draw and write task sheet
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Draw and Write Exercise

In this pack you should find a packet of colouring pencils and a sheet of paper entitled “Current
barriers to Learning.” On this sheet of paper please illustrate the following:

Current barriers to Learning

Please illustrate any barriers which you perceive are in place at OACTU that would hinder your
ideal learning environment. Please feel free to illustrate this in a medium you feel comfortable.
Please be as open, honest, and creative as possible.

Please feel free illustrate your thoughts through any medium which you feel comfortable with.
There are some examples below, but these are not exhaustive. Please feel free to be as creative,
imaginative, and colourful as you wish.

My working definition of learning environment is as follows.

“Learning environment can refer to an educational approach, cultural context, or physical
setting in which teaching, and learning occur”

Please do not constrain your thinking to the physical, cultural, local, or organisational constraints
which may currently be in place. Please think outside the box and be honest with your feedback.
Examples of how you could illustrate your ideal learning environment:

e Bullet points

o Flow diagram

e Drawing

e Poem

e Song

e Spider diagram
o Alist

Thank you for taking the time to complete this piece of research.
Kind Regards,

Jill Matterface

Page Break
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Appendix E Pictures of the cadets’ notes from the focus group
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Appendix F - The complete qualitative data set for the reconnaissance phase
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Barriers identified by the students in the reconnaissance questionnaire

Timetabling

Reported

Lack of flow

The programme can be very disorganised which makes it difficult to keep track of what we are supposed to have learned and
prepare effectively for tests we are presented with

Questionnaire

There also seems to be very little co-ordination between departments meaning that we can never be sure how to use our time
effectively as each department will be telling us to 'revise X' in our spare time.

Questionnaire

I was proud to get a place on IOT however the course is in short broken and | have genuinely questioned if | have made the
right choice coming from the ranks. The course lacks any order, with DW and CID spread throughout when they should be
moved further to the right. The leadership development phase is just a few lectures and a couple of fixed exercises. There is
clearly no capacity to develop the entire 120+ cadets and the intake should be smaller.

Questionnaire

There is capacity to move and streamline the course further however as we had 3 weeks off at the end of term 1 and term 2
week 7 has been populated with Army, Navy and Flight Safety briefs, clearly something we will not need until term 3, when it
won't be forgotten as we have more pertinent things to worry about, such as BANDAR and the APS exam.

Questionnaire

In correct programming. Irrelevant lessons in term 2 that could easily be moved to the last week of the term after the exam or
into term 3 to allow more time for exam preparation.

Questionnaire

Unrealistic timetable in T1 Vs Lots of free time during end of T2

Questionnaire

The Term 1 CID is misplaced as it comes at a time when the level of academics is difficult to retain. | feel it would be better
suited to term 2 when the militarisation phase has concluded

Questionnaire

The most predominant barrier is the time restriction - Terms 1 and 2 are so busy and fast paced there is not adequate time for
reflection or revision. OACTU presents (to a DE) a linear curriculum, with very little repetition of content (mainly the PBS
aspect of the course, the leadership section does appropriately reuse content)

Questionnaire

There are a number of barriers - not least the poor timetabling of the course as a whole (for example, CESR and BVP lessons
in Terms 1 and 2 respectively, when the mind is on passing other critical elements of the course. The majority of those lessons
belong in Term 3.

Questionnaire

Everything is very rushed

Questionnaire

Time and learning environment.

Questionnaire

Menial tasks are prioritised over the learning of material. For example, inspections during Bandar and APS study periods.

Questionnaire

Lots of “free periods” that are just clear fillers

Draw & Write
No.9
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Time fillers where more productivity could take place

Draw & Write
No.4

Regiment: Not enough time for remedial/ extra training Draw & Write

No.13
Repetition

Unnecessary education & repetition: Many things are re-taught instead of checking understanding Draw & Write
No.13

Duplication in the course made people switch off Draw & Write
No.21

\We had lessons on similar subjects e.g. 3 column formats taught on leadership lessons and BAWC but was more useful and  [Draw & Write

clearer on BAWC No.1

Time constraints

Occasionally the pace of the course means that topics are sometimes rushed and/or disjointed. This sometimes results in
cramming and in the worst cases not enough time spent to fully appreciate the details behind what it is and why we do it.

Questionnaire

Time, the term feels very rushed with too many subjects crammed into one day. Leaving very little time to properly digest and
understand the lesson fully.

Questionnaire

Time, lessons can become very rushed.

Questionnaire

Time restraints

Questionnaire

Time is a huge constraint at OACTU. The course is now too short for skills to be developed fully.

Questionnaire

Time restraints

Questionnaire

There is a lack of time given to actually put into practise some of the learnings; for example, verbal communication.

Questionnaire

The delivery time for PBS lectures is too short at times, with the lecturer often going off topic, leaving little time to cover the
assessable content.

Questionnaire

Fatigue

Reported

Fatigue

Questionnaire
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Lack of sleep leads to people falling asleep in lectures

Questionnaire

Lack of sleep. This does not create a constructive learning environment.

Questionnaire

Condition of cadets being fatigued during lectures does not help.

Questionnaire

Course length and content makes a lack of sleep common. This combined with unfavourably hot rooms means people usually
fall asleep in class, or if they're not asleep a large amount are too tired to learn and enjoy the course content.

Questionnaire

Sleep deprivation (I understand it purpose in teaching us self-managements skills, but it's hard to focus on the content),

Questionnaire

Being so tired that | fall asleep in academic lectures

Questionnaire

Having to process complex academic information on four hours sleep

Questionnaire

Lack of sleep. OACTU appear to value inspections and menial tasks over learning

Questionnaire

Fatigue

Questionnaire

Not enough sleep to allow us to learn the information required

Questionnaire

as possible. I slept through a lot of classes. | was genuinely interested in because I didn’t have proper sleep.

Trying to academically educate us while beasting us basically term 1 protocol (inspections mainly) did not have as much affect

Draw & Write
No.6

Lack of time for consolidation/ reflection

Reported

Need more time to study.

Questionnaire

Time to Revise in the evenings.

Questionnaire

The nature of the course means that there is time pressure on learning all theory. When this is mixed in with the generic tasks,
committee tasks and other lessons that we need to complete, the time left over for personal or collaborative revision is
minimal.

Questionnaire
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Time pressure; no reflection periods

Questionnaire

Time constraints mean | cannot consolidate knowledge

Questionnaire

Significant time restraints, to reflect, consolidate and prepare

Questionnaire

The only barrier | currently feel there is to my learning is the amount of time | must study. I like to take time on my own to
read through material and think about the subject. All the way through term two we have been on inspection every day. This
takes up a lot of time at night and in the morning, reducing the time I must study. In my opinion, every effort should be made
to allow students to study what is being taught, but this does not happen at OACTU.

Questionnaire

There is insufficient time to properly revise after each lecture and consolidate notes. Instead forcing us to have to cram a week|
before the APS exam, this is not learning but instead a test on knowledge retention. Had I learnt it | should be able to recall
the information months/years from now.

Questionnaire

/As an individual, | value a quiet place where | can reflect and solidify the knowledge, I've acquired that day. If there was an
allocated time slot more regularly in which we were tasked with consolidating our understanding and perhaps even writing

a 100-word summary of that lesson, then | believe that would be useful. It would award the learners with a peace of mind that
they are absorbing the information and it would award the instructor with a greater awareness of where the learners are at in
terms of their capacity for absorption and comprehension.

Questionnaire

IAllow SCD periods to be used for self-study instead of forcing lessons to fill the time.

Questionnaire

No self-study, lots of lectures - often at ineffective times in the day/week

Questionnaire

Not enough free time to reflect on the knowledge we acquire. This applies more in the first and second terms of the course.

Questionnaire

The third term we are given the time to reflect and these aids learning.

Ex-serving repeating training Reported
De’s and ex-rankers should be separated more. The ex-rankers carried DE’s through, while the DR’s benefited from the  |Draw & Write
ex-rankers mutually earned respect from DS. The ex-rankers also spent lots of time in pointless classes. No.6
\What do ex rankers learn by doing term 1? Draw & Write
No.5
Current serving repeating learning they’ve already done Draw & Write
No.4
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Having 12 years' experience in the military with many operational tours, but still getting put in a cramped classroomto  [Draw & Write
learn rifle drill etc. This puts the regiment instructors at a disadvantage, and the DE cadets who need help and attention ~ [No.19

and time. It just seems pointless for MOD in date personnel to be there. The same applies to pretty much all of term 1.

Staff

Reported

Instructors attitudes

Cadet faff, Instructors acting upon rumour and not fact, some instructor attitudes (To both the wider Air Force and how they
interact with Cadet's)

Questionnaire

Individual egos of some instructors-namely Flt Lt Campbell, Flt Lt King and FIt Lt Ear

Questionnaire

There is a lack of transparency on behalf of the flight staff. For instance, often there has been no actionable feedback and
then the individual has been recoursed leading to mistrust from the cadets and confusion as to what they did wrong. There is
a widely held belief that there is no standardisation between either flight staff or Sgns. This was clear on Ex VE and was
picked up across the whole Sgn of cadets.

Questionnaire

Constant threat of re-course with any actions which could be deemed as negative by the staff.

Questionnaire

| feel the DS make or break an environment and selecting the right people for the job is essential, i feel this could be
guestioned at times.

Questionnaire

Some staff unintentionally put a barrier between you and them which makes them unapproachable

Questionnaire

The parent/child relationship set by staff

Questionnaire

As an Off Cdt there is a feeling of worthlessness. | feel, when i am correct, individuals in power will not stand up for me
and rebut will not stand up for me

Questionnaire

| feel that with a lot of experience, | was dumbed down and that the instructors would only ask for my experience or
acknowledge it when it suited or made their lives easier. This course has almost removed the confidence in my ability and
already established style of leadership and command and control.

Questionnaire

The LTF have generally been very good and have delivered lessons very well, as have the Regt Staff.

Questionnaire

Similarly, the level of scrutiny on DW tasks is exasperating. Particularly when your own Flight Staff make mistakes on
written work, like any human being would do

Questionnaire
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Some of the most learning | have done/had on this course has been when | am away from OACTU - namely on Care in
Leadership, Grantown/Crickhowell, and BAWC. The difference is the 'grown up' atmosphere which exists outside
OACTU.

Questionnaire

I am about to go into the wider RAF and feel more hesitant around officers than | did before starting 10T, after 12 years'
service. There needs to be a military discipline component to training, yes but in terms of barriers to learning, the
atmosphere needs to change.

Questionnaire

Overhanging knowledge that the staff hold power over you

Questionnaire

I feel like sometimes opinions aren't welcome by instructors, they could be used as an effective learning tool.

Questionnaire

Inconsistent instructors make the quality of lessons very random, and eventually sets a precedent of whether you will gain
much from the lessons.

Questionnaire

Finally, there seems to be a very heavy reliance on re-coursees and ex-rankers to teach the rest of the cadets' basic skills and
guide us through various parts of the course. Whilst I understand that their experiences are extremely valuable, it seems like
the burden on them can sometimes be too great and that they are used as a substitute for the lack of contact time we have
with staff or for gaps in the information we are given.

Questionnaire

Some instructors are aware that the course content is out-dated and not relevant to the course and regularly articulate it to
cadets. The course content needs to be evaluated to determine it's value throughout 10T.

Questionnaire

Instructors at OACTU have a god complex

Questionnaire

\We have been treated as less than human by our instructional staff and they will be our peers in a few months

Questionnaire

If the instructors on front line squadrons displayed the attitudes that the instructors here have shown they would be
24 hour posted

Questionnaire

[Unapproachable “god-like” DS Draw & Write
No.9

Treated like adults but spoken to like children Draw & Write
No.5

Here are some staff who behave in a very poor/unprofessional manner and seem to patronise students

Questionnaire

No trust for DS Draw & Write
No.21

Unrealistic goal set by DS Draw & Write
No.21
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Role models: Open, honest, understanding, common sense, justifiable, logistical, consistent. This is preached but then not  [Draw & Write

demonstrated in many cases No.13

Remove the term “deal with ambiguity” as it is misused by staff who use it instead of “we haven't’ thought that far ahead” |Draw & Write
No.14

Term one felt patronising and extremely spoon fed because of the staff . More of an adult learning environment would Draw & Write

be beneficial No. 20

Sometimes rank gets in the way of learning.

Questionnaire

Conflicting messaging from staff

Leads to “do as I say, not as I do” which is a very poor mentality Draw & Write
No.13

Saying one thing & doing another. Mixed contradicting messages from DS = confusing = frustrating Draw & Write
No.19

Staff need to practice what they preach Draw & Write
No.18

“Do as [ say not as I do” attitude is prevalent Draw & Write
No.21

/Another issue is when some instructors do not practice what they preach, which just displays hypocrisy which is bad,
especially in a Phase 1 environment.

Questionnaire

/A constant do as | say and not as | do attitude from the staff is exasperating

Questionnaire

I have found that some staff have a 'do as | say not as | do' attitude - I've seen lessons which have gone wrong, which for
Off Cdts would have resulted in a D grade, but instructors can make these errors and we sit and watch.

Questionnaire

Lack of positive praise

\We graduate in two weeks and we have not had received one piece of positive praise

Questionnaire
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'We have received no positive praise. We were told to not be proud of passing term 1 as we were only 1/3 of the
way through

Questionnaire

\We are all human, a simple good morning or small element of positive praise would be very welcome

Questionnaire

I have heard so many negative comments from the staff about our performance that | am not starting to believe it.

Questionnaire

[t has now become a running joke within the cadets that, “we are the worst squadron we have ever had” because that is all
we keep getting told but never told how to improve

Questionnaire

In 26 weeks we must have done at least one thing right to be given some sort of positive praise, but it appears not

Questionnaire

The negativity, i feel there needs to be more positive praise, and not just focus on areas for development. At times we have
felt, we can do nothing right, even though we have all passed elements of the course.

Questionnaire

More positive reinforcement is good for learning.

Questionnaire

IAn environment where positive feedback and a well done are allowed!!! Draw & Write
No.15

Lack of positive praise Draw & Write
No.4

Try giving some positive praise feedback occasionally Draw & Write
No.21

Give positives- People need to know what is going well, here we just get negatives Draw & Write
No.21

Teaching Methods Reported

Overuse of PowerPoint/ Lecturing

The design of many of the PowerPoints is outdated, (poor colour contrasts for example) making it harder to concentrate.

Questionnaire

[Too much of a focus on PowerPoint presentations when we already have all that information in our aide memoirs. Practical
lessons with the booklets for revision would be a better use of time and create a better learning environment

Questionnaire
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Some lessons are too PowerPoint driven. | have seen instructors distracted by this rather than giving us a good
rounded understanding of the topic. | feel that there should be content that that should be taught with room for the instructor
to fill for a rounded understanding of the topic.

Questionnaire

All lessons are lectured and | do not personally gain anything from a lecturer reading out a PowerPoint that i can read -
make my own notes on and learn at a pace i can keep up with and not the 1 hr 20 mins a lesson is given.

Questionnaire

Furthermore, a lot of lessons (mainly LTF, WC, BAWC & ESK) became very predictable, with a PowerPoint, then group
work on a whiteboard before moving back to the PowerPoint, this predictable lesson plan made it very boring and made
learning much harder.

Questionnaire

Too reliant on PowerPoints.

Questionnaire

The structure of lessons - they are very power point heavy and lack true interaction which would stimulate discussion and
thus better understanding of the topic areas

Questionnaire

Power point lectures are good for delivery of information, but reading verbatim off the power point, which in some cases
has happened, its merely a memory exercise and no actual learning takes place.

Questionnaire

Endless low-quality PowerPoint presentations.

Questionnaire

IAlso, the overuse and misuse of PowerPoint presentations, which are standardised and often several years old, this does not
allow the trainers to deliver the lessons in their own manner and to their own strengths, even highlighted by trainers
explaining that they would far prefer to deliver the lesson in a different location, in a different manner.

Questionnaire

Stuck to DTTT, the solution to presentations is not just PowerPoint and breaking into groups every 15 mins to use white
boards.

Questionnaire

Being lectured at a lot using PowerPoint is not the ideal way to learn

Questionnaire

Death by PowerPoint Draw & Write
No.4

Too PowerPoint heavy at times. Group discussions can work better (small groups) Draw & Write
No.1

Death by PowerPoint Draw & Write
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No. 2

Death by PowerPoint. More interactive learning Draw & Write
No.18

[Too many lectures Draw & Write
No.4

Lack of lesson support material

The course material is too hard to get hold of in any format other than paper based. Making electronic notes is discouraged.

Questionnaire

Rote learning from an aide memoire. | appreciate it is there to help and consolidate the lessons, but ensuring that each
student makes their own notes, and then have the presentations available online to reference and refer to would make a lot
more sense.

Questionnaire

Only PBS and WC provided the lecture slides before the lecture. As a slow writer, getting the slides before the lecture
helps. In all other lectures, | spent more time writing notes, struggling to comprehend / absorb what the instructor was
teaching. It would be much more beneficial to receive all lecture slides / notes before lessons so you can get an rough
understanding before, then only need to annotate / add extra information, which will allow the learner more focus to truly
listen and absorb what is being said.

Questionnaire

Standard of lesson delivery

Possibly better taught lessons. Most are very good, and the practical sides benefit me a lot but coming from a teaching
degree background I could see many benefits some of the theory lessons could improve through means of better teaching
techniques.

Questionnaire

PBS content is does not apply the VARK principles or conform to the PAR teaching model. Forcing cadets to present their
oral communications assessment using handwritten notes seems unnecessary and is challenging for some.

Questionnaire

Poor standard of teaching from both leadership and WC tutors.

Questionnaire

The teaching style and capability of the staff varies dramatically meaning that some cadets have an entirely different
experience to others, this has a dramatic effect on their ability to learn and improve

Questionnaire
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\Whilst OACTU delivers different lessons using different styles | believe that there is potential for students to be putinto  [Draw & Write

specific groups depending on their learning style (e.g.- A kinaesthetic learner would be disadvantages if the day No.7

of learning involved all day of PowerPoint).

The non-military lectures don’t seem to be able to pitch lectures @, the correct level Draw & Write
No.21

Overuse of DTTT lesson format

I am so sick and tired of break into 3 groups, put your thoughts on a white board. A STTT theme which has scripted nearly |Draw & Write

every leadership and other lesson we have had. Ultimately a few people input what goes onto the board and the rest of the |No.19

group wait until the exercise is over

IAIl LFT lesson followed exactly the same format of intro-whiteboard exercises-lecture. Which became tiresome Draw & Write
No.21

Too many break into 3 groups and write on a flip chart lessons. We could see it coming a mile off

Questionnaire

Lack Practical Learning

More practical learning. The balance was not right between practical and theory

Questionnaire

There is very little practical teaching and student activity apart from Q&As

Questionnaire

sometimes the balance of theory and practical could be more equal

Questionnaire

Online Learning

This course would hugely benefit from MOODLE content on DLP.

Questionnaire

No Virtual Learning Environment

Questionnaire

The pass or fail element to certain aspects of the recourse, doesn't encourage me to want to learn it forces me too.

Questionnaire

There also needs to be an OACTU led InVal process from the start of the course; having a cadet led ‘course critique' is not
suitable. Also, DSAT compliance requires there to be a formative assessment for Bandar and the APS exam? All

the aforementioned said, the instructors do all they can with the time and resources that they have. Thank you for the
opportunity to voice my opinion.

Questionnaire

Term 2 learning environment was ok, certain aspects could be done online

Draw & Write
No. 20
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In a time when technology is so important, we seem to be far behind. It is going to be so important for our job, yet there is a
lack of it. Mabey some education on technology would be worthwhile

Draw & Write
No.13

Lack of remedial training

Furthermore, there needs to be a structured remedial package for Bandar failures, much like the APS exam failures and
Delta packages for leadership. Currently there is no remedial training for Bandar failures. A recourse to the beginning of
term 2 with a full rewrite is inefficient and a waste of resources.

Questionnaire

No compulsory packages to assist learning when the individual struggles e.g. Bandar (There is no help if someone were to
fail, they either get limited advice and carry on or are put back onto another squadron with no help on the essay and are
expected to redo every part of the term)

Questionnaire

Not enough support for Bandar Draw & Write
No.4

Time to research. APs = Bandar. There is little time to study and learn how to conduct critical analysis; this is because term |Draw & Write

2 is too compressed. If you fail this as aspect the remedial is not fit for purpose. It does not exist. No.14

Lack of student control/ input into learning

I believe that if cadets were genuinely approached for feedback it would be far more constructive than expected and could
be of benefit to OACTU in the improvement of the course. Cadets also do not have much control over how/where we
learn, some lesson content could be better learnt with student led lessons and collaboration amongst cadets, followed by
delivering/explaining/presenting this content to the trainers for review/discussion

Questionnaire

Little emphasis is placed on self-study for much of the course, we are given pretty good handouts from our staff but | feel
that our knowledge and understanding of quite a few topics, particularly the theories of leadership is not tested while we are
in the classroom and if it is, it is done on a room wide level where at least one cdt will know the answer and the class moves
on leaving some learners behind. I think it would be a good idea to have some smaller non-graded, non-otmis tests through
the course to just cover what we have learned and what we are expected to know.

Questionnaire

Reluctance to ask questions

Often, the instructors are also the staff that are assessing you. This creates a environment where people are afraid to
ask questions

Questionnaire

IAspects of Regt Trg, although far better than in previous years there is often still a military approach that a Cadet does not
have any 'right' to an opinion or the 'voice' to challenge or feedback on the training delivery... this was even highlighted
when a Trainer reminded cadets to be careful what they put on feedback forms.

Questionnaire

The environment at OACTU does not encourage us to ask questions so we walk away from lessons with a lot of questions

Questionnaire

which we wished we could ask but were too scared to
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Questions are not welcomed and often frowned upon

Questionnaire

If you ask a question in a lesson the instructors make you feel small and stupid

Questionnaire

Cadets will not always be as forthcoming with their opinions, thoughts and experiences because they feel they are
constantly being assessed.

Questionnaire

Learning environments need to be flexible and responsive to the needs of the individual. Individuals should be welcomed
and encouraged to ask questions and should not be made to feel intimidated by a blunt response. However, occasionally a
blunt response is necessary, but explanations should always be provided for decisions that are made by instructors.
IAccountability

Questionnaire

Lack of being told why

I get that this is the military and we will have to do things we don’t want to do but an explanation as to why would have
often helped

Questionnaire

If you are going to ask me to do something, tell me why

Questionnaire

Tell me why I need to know something other than “because”

Questionnaire

I am an adult, I would like to know why | am being asked to do things. It would really help to contextualise the experience

Questionnaire

Explain to me like an adult why I need to do something or why | need to know it

Questionnaire

/As an ex-ranker | often knew why | had to do something because of my experience and | often had to put things into
context for my flight. If the staff had done this, it would have been a much more powerful learning experience

Questionnaire

Other comments

Phase 1 attitude, is it a course? | believe its 6 months of phase 1.

Questionnaire

1 - assessing a potential JO shouldn't be based on grades but rather a general impression of their suitability and competence.
/A record and paper trail are good and provides a body of evidence to support decisions when required, but i believe in
practice it changes the focus of the course too much and reduces the quality of training. 2- the term subjective is used too
much in training as a get out of jail card. it's become a bit of an inside joke when discussing things. whilst things are
situational, without specifically outlines situations and the ideal judgement / decisions / actions for them, then learning
deteriorates to 'it depends, just make the correct decision and that will change based upon stuff' which offers absolutely no
benefit or development of someone's analytical and reasoning skills. you're telling people to think and assess situations,
acknowledging its hard and changes, but doing so without giving any examples of good/bad decision making and why it
was suitable/not.

Questionnaire
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Using common sense approaches rather than sticking rigidly to post situations and leadership styles

Draw & Write
No. 1

More efforts need to be taken to put people into stretch e.g. applying pressure to cadets during early stages of trainingto  [Draw & Write
establish who is mentally robust enough No.18
Constantly being assessed even when learning the skill Draw & Write
No.17
Get rid of OTMIS. Tis appears to be nothing but a paper exercise which imposes a set of hand cuffs on flight commanders |Draw & Write
+ Dep FC’s ability to make common sense decisions No.14
\Vulnerable adult? Really. | am a 36-year-old former Flight Sergeant with 2 children. I am not a vulnerable adult and should |Draw & Write
not be treated as such. No.14
Unrealistic training environment Reported
Environment not reflective of the real environment Draw & Write
No. 16

Some of the exercises bear little resemblance to life outside of Phase 1 and are therefore difficult to buy into.

Questionnaire

Unrealistic exercises Draw & Write
No. 4
Discouraging Individuality Reported
Embrace people's individual styles especially in leadership/ Don’t try and make every junior officer fit in the Draw & Write
“Cranwell Mould” No. 1

\Work harder to remove the grey man

Questionnaire
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Fear

Reported

Fear of failure/ recourse

Pressure and fear of the staff/recoursing

Questionnaire

Fear of failing/making mistake/being re-course

Questionnaire

The risk and fear of significant consequences such as recourse discourages open questioning and a more in-depth
involvement in the learning taking place

Questionnaire

Fear of failure, being misunderstood

Questionnaire

People are so scared to fail at OACTU in case they get recoursed, that they never deviate from what they are told. This
potentially forces people into learning a way which isn't beneficial to them, making learning a slower and harder process
than is possible.

Questionnaire

The OACTU Wall: A core ethos that makes cadets so afraid of recourse that they will not speak to any staff frankly about |Draw & Write

any of their difficulties No. 16

Recourse fear Draw & Write
No. 4

Fear of failure/ recourse Draw & Write
No. 2

A “Go to” member of staff for advice, without fear of being marked down/ judged Draw & Write
No.17

Fear of punishment

Fear of punishment

Questionnaire

Fear of punishment inhibits freedom. There is fear to stick head above the parapet because there is a risk involved, and
punishment is often involved. Punishment is NOT conducive to a positive learning environment

Questionnaire

There's also a poor environment that punished mistakes that are made. People are afraid to get things wrong, yet the
majority of learning is done after making mistakes.

Questionnaire
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NOA's, ECV's, the recourse culture, cadets don't feel they can speak up and fully interact due to fear of retribution.

Questionnaire

Further to this it seems that there is a punishment culture as when staff or results are questioned an immediate NOA/ECV
is issued, teaching nothing as there seem to be dished out for fun at times. We have been told that there is no fixed way to
lead, however it seems that if we do not strictly lead a certain way we will fail Ex VE and other parts of the course.

Questionnaire

Constant fear of repercussions. Although they say it’s a safe place to make mistakes Draw & Write
No.21

Claim “mistakes are ok” yet when they happen, punishment occurs, sometimes severely Draw & Write
No.13

Fear inhibiting learning

The environment surrounding the RTF Exercise phases instil fear within the Squadron, which can act as a barrier to
individuals learning.

Questionnaire

The way in which some lessons/ lectures are delivered with force inhibits me from learning. | feel I am doing things
through fear rather than wanting to actually learn, this does not create a safe environment to make the most from learning.

Questionnaire

The constant pressure and fear to 'keep your head down' can allow for a disengaging lesson due to people not having the
confidence to express their opinions and feeling as though they need to remain professional.

Questionnaire

Often in the lessons where the instructor made us feel at ease, the participation levels and enthusiasm was significantly
improved. For me, a relaxed, comfortable environment where you can have the confidence to debate

and appropriately question is where people learn more. It is essential that cadets feel at ease to express their knowledge in
front of instructors without the fear of judgement or risk of their opinions hindering future, and perhaps unrelated,
assessments in the remainder of the course.

Questionnaire

I believe that there is a built-in fear culture that pushes cadets to be risk averse, keep heads down, and be the ‘grey man'.
There is a base assumption that if a cadet is not doing something the way it is usually done, or the way others are doing it
then they are doing something wrong. Subsequently, it is absolutely viewed as safer by cadets to do whatever the majority
are doing, whether good or bad, rather than what an individual might feel is right. It is a self-propagating culture that starts
with the staff in term 1 and snowballs to the cadets, I think for learning to improve this needs to be addressed. Perhaps by
more clearly vocalising the purposes of each term. It is understood that term 1 is for militarisation, and it is understood the
need for uniformity and teamwork in that phase. But the purpose of 10T is to develop us into leaders and as such | believe
that there should be a conscious, strongly asserted and re-asserted change in term 2 towards more free decision making.

Questionnaire

The fear of taking risks and making mistakes. This can sometimes be the most effective way of learning.

Questionnaire

The fear of being watched so closely all the time. It prevents people from saying what they really think/ feel about topics
in group discussions and this prevents the kind of open, intellectual discussion which people benefit from.

Questionnaire

The rank of the Trainer, with IOT being a course to train and develop new Junior Officers it is known that cadets are
monitored/assessed at all time thefore fear inhibits learning

Questionnaire
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Fear of disapproval from commander.

Questionnaire

| feel that we are under constant scrutiny from Flight Staff, fearing that any actions or comments out of place may be
misinterpreted and blown out of proportion on OTMIS.

Questionnaire

\With some RAF Regiment instructors, the learning environment that they create, based on fear can sometimes hinder my
learning experience.

Questionnaire

Humiliation of being wrong Draw & Write
No. 2

Fear of failure- negative affect on learning Draw & Write
No. 2

Issues with curriculum Reported
Lack of relevance

Air Power Overload- What is relevant? Focus on military history and not recent Ops. Future conflicts? Draw & Write
No. 5

More AT in carousel? Why? Draw & Write
No. 5

1.5 hours on SJARs?? Draw & Write
No. 5

The forcing of irrelevant academic essays and exams “APS & Bandar” that in no way play into future roles especially Draw & Write

considering the lack of training available to those who struggle with essays No.16

Bandar-perhaps two or three 1000-word essays throughout the term we can improve upon, rather than one pass/ fail Draw & Write
No. 6

Teach & expose cadets to crisis management Draw & Write
No.18
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So much CID Air Power history relating to things like the issues in WW?2 with Air-maritime integration etc, but one 1 Draw & Write

hour 20 lesson on COIN. COIN is what we have been doing for years and is so relevant and current. There has beenso  [N0.19

much focus on history but not on recent Ops. I explained Op Herrick to a DE in week 4 of term 3 and he didn’t know

anything about it! If OACTU is delivering credible officers | think much more content should focus on recent Ops which

most of the RAF have been on. The cultural context is dated.

“AT” not really “AT”. Call it something different. Draw & Write
No.17

Lack of ethos

More militarisation and ethos building Draw& Write
No. 6

More esprit de corps!! We do not instil enough Draw & Write
No.10
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Appendix G Results from the focus group straw poll
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Results from the focus group straw poll.

Question

Responses

%

Yes

No

Yes

No

Do you feel that there
is currently an adult
learning environment?

0

20

0

100

Do you feel there are
currently any barriers
to learning in place?

20

100

Do you currently have
a member of staff that
you can speak to
without fear?

20

100

Would you prefer to
learn in an adult
learning
environment?

20

100

Do you feel
physiologically safe at

the college?

20

100
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Appendix | Coded data from reconnaissance phase questionnaire
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Barriers identified by the students in the reconnaissance questionnaire

Timetabling

Reported

Lack of flow

The programme can be very disorganised which makes it difficult to keep track of what we are supposed to have learned and
prepare effectively for tests we are presented with

Questionnaire

There also seems to be very little co-ordination between departments meaning that we can never be sure how to use our time
effectively as each department will be telling us to 'revise X' in our spare time.

Questionnaire

I was proud to get a place on IOT however the course is in short broken and | have genuinely questioned if | have made the
right choice coming from the ranks. The course lacks any order, with DW and CID spread throughout when they should be
moved further to the right. The leadership development phase is just a few lectures and a couple of fixed exercises. There is
clearly no capacity to develop the entire 120+ cadets and the intake should be smaller.

Questionnaire

There is capacity to move and streamline the course further however as we had 3 weeks off at the end of term 1 and term 2
week 7 has been populated with Army, Navy and Flight Safety briefs, clearly something we will not need until term 3, when it
won't be forgotten as we have more pertinent things to worry about, such as BANDAR and the APS exam.

Questionnaire

In correct programming. Irrelevant lessons in term 2 that could easily be moved to the last week of the term after the exam or
into term 3 to allow more time for exam preparation.

Questionnaire

Unrealistic timetable in T1 Vs Lots of free time during end of T2

Questionnaire

The Term 1 CID is misplaced as it comes at a time when the level of academics is difficult to retain. | feel it would be better
suited to term 2 when the militarisation phase has concluded

Questionnaire

The most predominant barrier is the time restriction - Terms 1 and 2 are so busy and fast paced there is not adequate time for
reflection or revision. OACTU presents (to a DE) a linear curriculum, with very little repetition of content (mainly the PBS
aspect of the course, the leadership section does appropriately reuse content)

Questionnaire

There are a number of barriers - not least the poor timetabling of the course as a whole (for example, CESR and BVP lessons
in Terms 1 and 2 respectively, when the mind is on passing other critical elements of the course. The majority of those lessons
belong in Term 3.

Questionnaire

Everything is very rushed

Questionnaire

Time and learning environment.

Questionnaire

Menial tasks are prioritised over the learning of material. For example, inspections during Bandar and APS study periods.

Questionnaire

Lots of “free periods” that are just clear fillers

Draw & Write
No.9
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Time fillers where more productivity could take place

Draw & Write
No.4

Regiment: Not enough time for remedial/ extra training Draw & Write

No.13
Repetition

Unnecessary education & repetition: Many things are re-taught instead of checking understanding Draw & Write
No.13

Duplication in the course made people switch off Draw & Write
No.21

\We had lessons on similar subjects e.g. 3 column formats taught on leadership lessons and BAWC but was more useful and  [Draw & Write

clearer on BAWC No.1

Time constraints

Occasionally the pace of the course means that topics are sometimes rushed and/or disjointed. This sometimes results in
cramming and in the worst cases not enough time spent to fully appreciate the details behind what it is and why we do it.

Questionnaire

Time, the term feels very rushed with too many subjects crammed into one day. Leaving very little time to properly digest and
understand the lesson fully.

Questionnaire

Time, lessons can become very rushed.

Questionnaire

Time restraints

Questionnaire

Time is a huge constraint at OACTU. The course is now too short for skills to be developed fully.

Questionnaire

Time restraints

Questionnaire

There is a lack of time given to actually put into practise some of the learnings; for example, verbal communication.

Questionnaire

The delivery time for PBS lectures is too short at times, with the lecturer often going off topic, leaving little time to cover the
assessable content.

Questionnaire

Fatigue

Reported

Fatigue

Questionnaire
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Lack of sleep leads to people falling asleep in lectures

Questionnaire

Lack of sleep. This does not create a constructive learning environment.

Questionnaire

Condition of cadets being fatigued during lectures does not help.

Questionnaire

Course length and content makes a lack of sleep common. This combined with unfavourably hot rooms means people usually
fall asleep in class, or if they're not asleep a large amount are too tired to learn and enjoy the course content.

Questionnaire

Sleep deprivation (I understand it purpose in teaching us self-managements skills, but it's hard to focus on the content),

Questionnaire

Being so tired that | fall asleep in academic lectures

Questionnaire

Having to process complex academic information on four hours sleep

Questionnaire

Lack of sleep. OACTU appear to value inspections and menial tasks over learning

Questionnaire

Fatigue

Questionnaire

Not enough sleep to allow us to learn the information required

Questionnaire

as possible. I slept through a lot of classes. | was genuinely interested in because | didn’t have proper sleep.

Trying to academically educate us while beasting us basically term 1 protocol (inspections mainly) did not have as much affect

Draw & Write
No.6

Lack of time for consolidation/ reflection

Reported

Need more time to study.

Questionnaire

Time to Revise in the evenings.

Questionnaire

The nature of the course means that there is time pressure on learning all theory. When this is mixed in with the generic tasks,
committee tasks and other lessons that we need to complete, the time left over for personal or collaborative revision is
minimal.

Questionnaire
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[Time pressure; no reflection periods

Questionnaire

Time constraints mean | cannot consolidate knowledge

Questionnaire

Significant time restraints, to reflect, consolidate and prepare

Questionnaire

The only barrier | currently feel there is to my learning is the amount of time | must study. I like to take time on my own to
read through material and think about the subject. All the way through term two we have been on inspection every day. This
takes up a lot of time at night and in the morning, reducing the time I must study. In my opinion, every effort should be made
to allow students to study what is being taught, but this does not happen at OACTU.

Questionnaire

There is insufficient time to properly revise after each lecture and consolidate notes. Instead forcing us to have to cram a week|
before the APS exam, this is not learning but instead a test on knowledge retention. Had | learnt it | should be able to recall
the information months/years from now.

Questionnaire

/As an individual, | value a quiet place where | can reflect and solidify the knowledge, I've acquired that day. If there was an
allocated time slot more regularly in which we were tasked with consolidating our understanding and perhaps even writing

a 100-word summary of that lesson, then | believe that would be useful. It would award the learners with a peace of mind that
they are absorbing the information and it would award the instructor with a greater awareness of where the learners are at in
terms of their capacity for absorption and comprehension.

Questionnaire

IAllow SCD periods to be used for self-study instead of forcing lessons to fill the time.

Questionnaire

No self-study, lots of lectures - often at ineffective times in the day/week

Questionnaire

Not enough free time to reflect on the knowledge we acquire. This applies more in the first and second terms of the course.

Questionnaire

The third term we are given the time to reflect and these aids learning.

Ex-serving repeating training Reported
De’s and ex-rankers should be separated more. The ex-rankers carried DE’s through, while the DR’s benefited from the  |[Draw & Write
ex-rankers mutually earned respect from DS. The ex-rankers also spent lots of time in pointless classes. No.6
\What do ex rankers learn by doing term 1? Draw & Write
No.5
Current serving repeating learning they’ve already done Draw & Write
No.4
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Having 12 years' experience in the military with many operational tours, but still getting put in a cramped classroomto  [Draw & Write
learn rifle drill etc. This puts the regiment instructors at a disadvantage, and the DE cadets who need help and attention ~ [No.19

and time. It just seems pointless for MOD in date personnel to be there. The same applies to pretty much all of term 1.

Staff

Reported

Instructors attitudes

Cadet faff, Instructors acting upon rumour and not fact, some instructor attitudes (To both the wider Air Force and how they
interact with Cadet's)

Questionnaire

Individual egos of some instructors-namely Flt Lt Campbell, Flt Lt King and FIt Lt Ear

Questionnaire

There is a lack of transparency on behalf of the flight staff. For instance, often there has been no actionable feedback and
then the individual has been recoursed leading to mistrust from the cadets and confusion as to what they did wrong. There is
a widely held belief that there is no standardisation between either flight staff or Sgns. This was clear on Ex VE and was
picked up across the whole Sgn of cadets.

Questionnaire

Constant threat of re-course with any actions which could be deemed as negative by the staff.

Questionnaire

| feel the DS make or break an environment and selecting the right people for the job is essential, i feel this could be
guestioned at times.

Questionnaire

Some staff unintentionally put a barrier between you and them which makes them unapproachable

Questionnaire

The parent/child relationship set by staff

Questionnaire

As an Off Cdt there is a feeling of worthlessness. | feel, when i am correct, individuals in power will not stand up for me
and rebut will not stand up for me

Questionnaire

| feel that with a lot of experience, | was dumbed down and that the instructors would only ask for my experience or
acknowledge it when it suited or made their lives easier. This course has almost removed the confidence in my ability and
already established style of leadership and command and control.

Questionnaire

The LTF have generally been very good and have delivered lessons very well, as have the Regt Staff.

Questionnaire

Similarly, the level of scrutiny on DW tasks is exasperating. Particularly when your own Flight Staff make mistakes on
written work, like any human being would do

Questionnaire
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Some of the most learning | have done/had on this course has been when | am away from OACTU - namely on Care in
Leadership, Grantown/Crickhowell, and BAWC. The difference is the 'grown up' atmosphere which exists outside
OACTU.

Questionnaire

I am about to go into the wider RAF and feel more hesitant around officers than | did before starting 10T, after 12 years'
service. There needs to be a military discipline component to training, yes but in terms of barriers to learning, the
atmosphere needs to change.

Questionnaire

Overhanging knowledge that the staff hold power over you

Questionnaire

| feel like sometimes opinions aren't welcome by instructors, they could be used as an effective learning tool.

Questionnaire

Inconsistent instructors make the quality of lessons very random, and eventually sets a precedent of whether you will gain
much from the lessons.

Questionnaire

Finally, there seems to be a very heavy reliance on re-coursees and ex-rankers to teach the rest of the cadets' basic skills and
guide us through various parts of the course. Whilst I understand that their experiences are extremely valuable, it seems like
the burden on them can sometimes be too great and that they are used as a substitute for the lack of contact time we have
with staff or for gaps in the information we are given.

Questionnaire

Some instructors are aware that the course content is out-dated and not relevant to the course and regularly articulate it to
cadets. The course content needs to be evaluated to determine it's value throughout 10T.

Questionnaire

Instructors at OACTU have a god complex

Questionnaire

\We have been treated as less than human by our instructional staff and they will be our peers in a few months

Questionnaire

If the instructors on front line squadrons displayed the attitudes that the instructors here have shown they would be
24 hour posted

Questionnaire

[Unapproachable “god-like” DS Draw & Write
No.9

Treated like adults but spoken to like children Draw & Write
No.5

Here are some staff who behave in a very poor/unprofessional manner and seem to patronise students

Questionnaire

No trust for DS Draw & Write
No.21

Unrealistic goal set by DS Draw & Write
No.21
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Role models: Open, honest, understanding, common sense, justifiable, logistical, consistent. This is preached but then not  [Draw & Write

demonstrated in many cases No.13

Remove the term “deal with ambiguity” as it is misused by staff who use it instead of “we haven't’ thought that far ahead” |Draw & Write
No.14

Term one felt patronising and extremely spoon fed because of the staff . More of an adult learning environment would Draw & Write

be beneficial No. 20

Sometimes rank gets in the way of learning.

Questionnaire

Conflicting messaging from staff

Leads to “do as I say, not as I do” which is a very poor mentality Draw & Write
No.13

Saying one thing & doing another. Mixed contradicting messages from DS = confusing = frustrating Draw & Write
No.19

Staff need to practice what they preach Draw & Write
No.18

“Do as [ say not as I do” attitude is prevalent Draw & Write
No.21

/Another issue is when some instructors do not practice what they preach, which just displays hypocrisy which is bad,
especially in a Phase 1 environment.

Questionnaire

/A constant do as | say and not as | do attitude from the staff is exasperating

Questionnaire

I have found that some staff have a 'do as | say not as | do' attitude - I've seen lessons which have gone wrong, which for
Off Cdts would have resulted in a D grade, but instructors can make these errors and we sit and watch.

Questionnaire

Lack of positive praise

\We graduate in two weeks and we have not had received one piece of positive praise

Questionnaire
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\We have received no positive praise. We were told to not be proud of passing term 1 as we were only 1/3 of the
way through

Questionnaire

\We are all human, a simple good morning or small element of positive praise would be very welcome

Questionnaire

I have heard so many negative comments from the staff about our performance that | am not starting to believe it.

Questionnaire

[t has now become a running joke within the cadets that, “we are the worst squadron we have ever had” because that is all
we keep getting told but never told how to improve

Questionnaire

In 26 weeks we must have done at least one thing right to be given some sort of positive praise, but it appears not

Questionnaire

The negativity, i feel there needs to be more positive praise, and not just focus on areas for development. At times we have
felt, we can do nothing right, even though we have all passed elements of the course.

Questionnaire

More positive reinforcement is good for learning.

Questionnaire

IAn environment where positive feedback and a well done are allowed!!! Draw & Write
No.15

Lack of positive praise Draw & Write
No.4

Try giving some positive praise feedback occasionally Draw & Write
No.21

Give positives- People need to know what is going well, here we just get negatives Draw & Write
No.21

Teaching Methods Reported

Overuse of PowerPoint/ Lecturing

The design of many of the PowerPoints is outdated, (poor colour contrasts for example) making it harder to concentrate.

Questionnaire

[Too much of a focus on PowerPoint presentations when we already have all that information in our aide memoirs. Practical
lessons with the booklets for revision would be a better use of time and create a better learning environment

Questionnaire
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Some lessons are too PowerPoint driven. | have seen instructors distracted by this rather than giving us a good
rounded understanding of the topic. | feel that there should be content that that should be taught with room for the instructor
to fill for a rounded understanding of the topic.

Questionnaire

All lessons are lectured and | do not personally gain anything from a lecturer reading out a PowerPoint that i can read -
make my own notes on and learn at a pace i can keep up with and not the 1 hr 20 mins a lesson is given.

Questionnaire

Furthermore, a lot of lessons (mainly LTF, WC, BAWC & ESK) became very predictable, with a PowerPoint, then group
work on a whiteboard before moving back to the PowerPoint, this predictable lesson plan made it very boring and made
learning much harder.

Questionnaire

Too reliant on PowerPoints.

Questionnaire

The structure of lessons - they are very power point heavy and lack true interaction which would stimulate discussion and
thus better understanding of the topic areas

Questionnaire

Power point lectures are good for delivery of information, but reading verbatim off the power point, which in some cases
has happened, its merely a memory exercise and no actual learning takes place.

Questionnaire

Endless low-quality PowerPoint presentations.

Questionnaire

IAlso, the overuse and misuse of PowerPoint presentations, which are standardised and often several years old, this does not
allow the trainers to deliver the lessons in their own manner and to their own strengths, even highlighted by trainers
explaining that they would far prefer to deliver the lesson in a different location, in a different manner.

Questionnaire

Stuck to DTTT, the solution to presentations is not just PowerPoint and breaking into groups every 15 mins to use white
boards.

Questionnaire

Being lectured at a lot using PowerPoint is not the ideal way to learn

Questionnaire

Death by PowerPoint Draw & Write
No.4

Too PowerPoint heavy at times. Group discussions can work better (small groups) Draw & Write
No.1

Death by PowerPoint Draw & Write
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No. 2

Death by PowerPoint. More interactive learning Draw & Write
No.18

[Too many lectures Draw & Write
No.4

Lack of lesson support material

The course material is too hard to get hold of in any format other than paper based. Making electronic notes is discouraged.

Questionnaire

Rote learning from an aide memoire. | appreciate it is there to help and consolidate the lessons, but ensuring that each
student makes their own notes, and then have the presentations available online to reference and refer to would make a lot
more sense.

Questionnaire

Only PBS and WC provided the lecture slides before the lecture. As a slow writer, getting the slides before the lecture
helps. In all other lectures, | spent more time writing notes, struggling to comprehend / absorb what the instructor was
teaching. It would be much more beneficial to receive all lecture slides / notes before lessons so you can get an rough
understanding before, then only need to annotate / add extra information, which will allow the learner more focus to truly
listen and absorb what is being said.

Questionnaire

Standard of lesson delivery

Possibly better taught lessons. Most are very good, and the practical sides benefit me a lot but coming from a teaching
degree background I could see many benefits some of the theory lessons could improve through means of better teaching
techniques.

Questionnaire

PBS content is does not apply the VARK principles or conform to the PAR teaching model. Forcing cadets to present their
oral communications assessment using handwritten notes seems unnecessary and is challenging for some.

Questionnaire

Poor standard of teaching from both leadership and WC tutors.

Questionnaire

The teaching style and capability of the staff varies dramatically meaning that some cadets have an entirely different
experience to others, this has a dramatic effect on their ability to learn and improve

Questionnaire
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\Whilst OACTU delivers different lessons using different styles | believe that there is potential for students to be putinto  [Draw & Write

specific groups depending on their learning style (e.g.- A kinaesthetic learner would be disadvantages if the day No.7

of learning involved all day of PowerPoint).

The non-military lectures don’t seem to be able to pitch lectures @, the correct level Draw & Write
No.21

Overuse of DTTT lesson format

I am so sick and tired of break into 3 groups, put your thoughts on a white board. A STTT theme which has scripted nearly |Draw & Write

every leadership and other lesson we have had. Ultimately a few people input what goes onto the board and the rest of the |No.19

group wait until the exercise is over

IAIl LFT lesson followed exactly the same format of intro-whiteboard exercises-lecture. Which became tiresome Draw & Write
No.21

Too many break into 3 groups and write on a flip chart lessons. We could see it coming a mile off

Questionnaire

Lack Practical Learning

More practical learning. The balance was not right between practical and theory

Questionnaire

There is very little practical teaching and student activity apart from Q&As

Questionnaire

sometimes the balance of theory and practical could be more equal

Questionnaire

Online Learning

This course would hugely benefit from MOODLE content on DLP.

Questionnaire

No Virtual Learning Environment

Questionnaire

The pass or fail element to certain aspects of the recourse, doesn't encourage me to want to learn it forces me too.

Questionnaire

There also needs to be an OACTU led InVal process from the start of the course; having a cadet led ‘course critique' is not
suitable. Also, DSAT compliance requires there to be a formative assessment for Bandar and the APS exam? All

the aforementioned said, the instructors do all they can with the time and resources that they have. Thank you for the
opportunity to voice my opinion.

Questionnaire

Term 2 learning environment was ok, certain aspects could be done online

Draw & Write
No. 20
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In a time when technology is so important, we seem to be far behind. It is going to be so important for our job, yet there is a
lack of it. Mabey some education on technology would be worthwhile

Draw & Write
No.13

Lack of remedial training

Furthermore, there needs to be a structured remedial package for Bandar failures, much like the APS exam failures and
Delta packages for leadership. Currently there is no remedial training for Bandar failures. A recourse to the beginning of
term 2 with a full rewrite is inefficient and a waste of resources.

Questionnaire

No compulsory packages to assist learning when the individual struggles e.g. Bandar (There is no help if someone were to
fail, they either get limited advice and carry on or are put back onto another squadron with no help on the essay and are
expected to redo every part of the term)

Questionnaire

Not enough support for Bandar Draw & Write
No.4

Time to research. APs = Bandar. There is little time to study and learn how to conduct critical analysis; this is because term |Draw & Write

2 is too compressed. If you fail this as aspect the remedial is not fit for purpose. It does not exist. No.14

Lack of student control/ input into learning

I believe that if cadets were genuinely approached for feedback it would be far more constructive than expected and could
be of benefit to OACTU in the improvement of the course. Cadets also do not have much control over how/where we
learn, some lesson content could be better learnt with student led lessons and collaboration amongst cadets, followed by
delivering/explaining/presenting this content to the trainers for review/discussion

Questionnaire

Little emphasis is placed on self-study for much of the course, we are given pretty good handouts from our staff but | feel
that our knowledge and understanding of quite a few topics, particularly the theories of leadership is not tested while we are
in the classroom and if it is, it is done on a room wide level where at least one cdt will know the answer and the class moves
on leaving some learners behind. I think it would be a good idea to have some smaller non-graded, non-otmis tests through
the course to just cover what we have learned and what we are expected to know.

Questionnaire

Reluctance to ask questions

Often, the instructors are also the staff that are assessing you. This creates a environment where people are afraid to
ask questions

Questionnaire

IAspects of Regt Trg, although far better than in previous years there is often still a military approach that a Cadet does not
have any 'right' to an opinion or the 'voice' to challenge or feedback on the training delivery... this was even highlighted
when a Trainer reminded cadets to be careful what they put on feedback forms.

Questionnaire

The environment at OACTU does not encourage us to ask questions so we walk away from lessons with a lot of questions

Questionnaire

which we wished we could ask but were too scared to
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Questions are not welcomed and often frowned upon

Questionnaire

If you ask a question in a lesson the instructors make you feel small and stupid

Questionnaire

Cadets will not always be as forthcoming with their opinions, thoughts and experiences because they feel they are
constantly being assessed.

Questionnaire

Learning environments need to be flexible and responsive to the needs of the individual. Individuals should be welcomed
and encouraged to ask questions and should not be made to feel intimidated by a blunt response. However, occasionally a
blunt response is necessary, but explanations should always be provided for decisions that are made by instructors.
IAccountability

Questionnaire

Lack of being told why

I get that this is the military and we will have to do things we don’t want to do but an explanation as to why would have
often helped

Questionnaire

If you are going to ask me to do something, tell me why

Questionnaire

Tell me why I need to know something other than “because”

Questionnaire

I am an adult, I would like to know why | am being asked to do things. It would really help to contextualise the experience

Questionnaire

Explain to me like an adult why I need to do something or why | need to know it

Questionnaire

/As an ex-ranker | often knew why | had to do something because of my experience and | often had to put things into
context for my flight. If the staff had done this, it would have been a much more powerful learning experience

Questionnaire

Other comments

Phase 1 attitude, is it a course? | believe its 6 months of phase 1.

Questionnaire

1 - assessing a potential JO shouldn't be based on grades but rather a general impression of their suitability and competence.
/A record and paper trail are good and provides a body of evidence to support decisions when required, but i believe in
practice it changes the focus of the course too much and reduces the quality of training. 2- the term subjective is used too
much in training as a get out of jail card. it's become a bit of an inside joke when discussing things. whilst things are
situational, without specifically outlines situations and the ideal judgement / decisions / actions for them, then learning
deteriorates to 'it depends, just make the correct decision and that will change based upon stuff' which offers absolutely no
benefit or development of someone's analytical and reasoning skills. you're telling people to think and assess situations,
acknowledging its hard and changes, but doing so without giving any examples of good/bad decision making and why it
was suitable/not.

Questionnaire
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Using common sense approaches rather than sticking rigidly to post situations and leadership styles Draw & Write
No. 1

More efforts need to be taken to put people into stretch e.g applying pressure to cadets during early stages of training to Draw & Write

establish who is mentally robust enough No.18

Constantly being assessed even when learning the skill Draw & Write
No.17

Get rid of OTMIS. Tis appears to be nothing but a paper exercise which imposes a set of hand cuffs on flight commanders |Draw & Write

+ Dep FC’s ability to make common sense decisions No.14

\Vulnerable adult? Really. | am a 36-year-old former Flight Sergeant with 2 children. I am not a vulnerable adult and should |Draw & Write

not be treated as such. No.14

Unrealistic training environment Reported

Environment not reflective of the real environment Draw & Write

No. 16

Some of the exercises bear little resemblance to life outside of Phase 1 and are therefore difficult to buy into.

Questionnaire

Unrealistic exercises Draw & Write
No. 4
Discouraging Individuality Reported
Embrace people's individual styles especially in leadership/ Don’t try and make every junior officer fit in the Draw & Write
“Cranwell Mould” No. 1

\Work harder to remove the grey man

Questionnaire
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Fear

Reported

Fear of failure/ recourse

Pressure and fear of the staff/recoursing

Questionnaire

Fear of failing/making mistake/being re-course

Questionnaire

The risk and fear of significant consequences such as recourse discourages open questioning and a more in-depth
involvement in the learning taking place

Questionnaire

Fear of failure, being misunderstood

Questionnaire

People are so scared to fail at OACTU in case they get recoursed, that they never deviate from what they are told. This
potentially forces people into learning a way which isn't beneficial to them, making learning a slower and harder process
than is possible.

Questionnaire

The OACTU Wall: A core ethos that makes cadets so afraid of recourse that they will not speak to any staff frankly about |Draw & Write

any of their difficulties No. 16

Recourse fear Draw & Write
No. 4

Fear of failure/ recourse Draw & Write
No. 2

A “Go to” member of staff for advice, without fear of being marked down/ judged Draw & Write
No.17

Fear of punishment

Fear of punishment

Questionnaire

Fear of punishment inhibits freedom. There is fear to stick head above the parapet because there is a risk involved, and
punishment is often involved. Punishment is NOT conducive to a positive learning environment

Questionnaire

There's also a poor environment that punished mistakes that are made. People are afraid to get things wrong, yet the
majority of learning is done after making mistakes.

Questionnaire
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NOA's, ECV's, the recourse culture, cadets don't feel they can speak up and fully interact due to fear of retribution.

Questionnaire

Further to this it seems that there is a punishment culture as when staff or results are questioned an immediate NOA/ECV
is issued, teaching nothing as there seem to be dished out for fun at times. We have been told that there is no fixed way to
lead, however it seems that if we do not strictly lead a certain way we will fail Ex VE and other parts of the course.

Questionnaire

Constant fear of repercussions. Although they say it’s a safe place to make mistakes Draw & Write
No.21

Claim “mistakes are ok” yet when they happen, punishment occurs, sometimes severely Draw & Write
No.13

Fear inhibiting learning

The environment surrounding the RTF Exercise phases instil fear within the Squadron, which can act as a barrier to
individuals learning.

Questionnaire

The way in which some lessons/ lectures are delivered with force inhibits me from learning. | feel I am doing things
through fear rather than wanting to actually learn, this does not create a safe environment to make the most from learning.

Questionnaire

The constant pressure and fear to 'keep your head down' can allow for a disengaging lesson due to people not having the
confidence to express their opinions and feeling as though they need to remain professional.

Questionnaire

Often in the lessons where the instructor made us feel at ease, the participation levels and enthusiasm was significantly
improved. For me, a relaxed, comfortable environment where you can have the confidence to debate

and appropriately question is where people learn more. It is essential that cadets feel at ease to express their knowledge in
front of instructors without the fear of judgement or risk of their opinions hindering future, and perhaps unrelated,
assessments in the remainder of the course.

Questionnaire

I believe that there is a built-in fear culture that pushes cadets to be risk averse, keep heads down, and be the ‘grey man'.
There is a base assumption that if a cadet is not doing something the way it is usually done, or the way others are doing it
then they are doing something wrong. Subsequently, it is absolutely viewed as safer by cadets to do whatever the majority
are doing, whether good or bad, rather than what an individual might feel is right. It is a self-propagating culture that starts
with the staff in term 1 and snowballs to the cadets, I think for learning to improve this needs to be addressed. Perhaps by
more clearly vocalising the purposes of each term. It is understood that term 1 is for militarisation, and it is understood the
need for uniformity and teamwork in that phase. But the purpose of 10T is to develop us into leaders and as such | believe
that there should be a conscious, strongly asserted and re-asserted change in term 2 towards more free decision making.

Questionnaire

The fear of taking risks and making mistakes. This can sometimes be the most effective way of learning.

Questionnaire

The fear of being watched so closely all the time. It prevents people from saying what they really think/ feel about topics
in group discussions and this prevents the kind of open, intellectual discussion which people benefit from.

Questionnaire

The rank of the Trainer, with IOT being a course to train and develop new Junior Officers it is known that cadets are
monitored/assessed at all time thefore fear inhibits learning

Questionnaire
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Fear of disapproval from commander.

Questionnaire

| feel that we are under constant scrutiny from Flight Staff, fearing that any actions or comments out of place may be
misinterpreted and blown out of proportion on OTMIS.

Questionnaire

\With some RAF Regiment instructors, the learning environment that they create, based on fear can sometimes hinder my
learning experience.

Questionnaire

Humiliation of being wrong Draw & Write
No. 2

Fear of failure- negative affect on learning Draw & Write
No. 2

Issues with curriculum Reported
Lack of relevance

Air Power Overload- What is relevant? Focus on military history and not recent Ops. Future conflicts? Draw & Write
No. 5

More AT in carousel? Why? Draw & Write
No. 5

1.5 hours on SJARs?? Draw & Write
No. 5

The forcing of irrelevant academic essays and exams “APS & Bandar” that in no way play into future roles especially Draw & Write

considering the lack of training available to those who struggle with essays No.16

Bandar-perhaps two or three 1000-word essays throughout the term we can improve upon, rather than one pass/ fail Draw & Write
No. 6

Teach & expose cadets to crisis management Draw & Write
No.18
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So much CID Air Power history relating to things like the issues in WW?2 with Air-maritime integration etc, but one 1 Draw & Write

hour 20 lesson on COIN. COIN is what we have been doing for years and is so relevant and current. There has beenso  [N0.19

much focus on history but not on recent Ops. I explained Op Herrick to a DE in week 4 of term 3 and he didn’t know

anything about it! If OACTU is delivering credible officers | think much more content should focus on recent Ops which

most of the RAF have been on. The cultural context is dated.

“AT” not really “AT”. Call it something different. Draw & Write
No.17

Lack of ethos

More militarisation and ethos building Draw& Write
No. 6

More esprit de corps!! We do not instil enough Draw & Write
No.10
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Appendix J Picture of the college wall, drawn during the focus group
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Appendix K Reconnaissance phase demographic results
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Age

1. Please select which of the following best describes your age group:

OACTU Reconnaissance Survey Demographic Data Results

Category Response Total Response
Percent
Under 21 14 6.4%
21-30 137 62.8%
31-40 62 28.5%
41-50 4 1.8%
51-60 0 0%
60+ 0 0%
Skipped 1 0.5%
Total 218 100%

41-50

Age of Respondents

1.8%

31-40

28.4%
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Under 21

6.4%

21-30

62.8%



Gender

2. Please select which gender you identify with:

Total
Response Total Response
Percent
Male 186 85.3%
Female 32 14.7%
Other 0 0%
Skipped 0 0%
Gender of Respondents
Female
14.7%
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Male

85.3%



Ethnicity

3. Please select which ethnic group you identify with:

Total
Response Total Response
Percent
White 210 96.4%
Mixed/ multiple 4 1.8%
ethnic groups
Asian/ Asian 4 1.8%
British
Black/ African / 0 0
Caribbean/ Black
British
Other 0 0
Skipped 0 0

Asian/ Asian British

1.8%
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Ethnicity of Respondents

White

96.3%



Education

4. Please select the highest level of qualifications you have attained:

Response Total Response
Percent
A-Level or equivalent (VCE's/ 61 28%
Higher School Certificate/
Diploma)
Degree or equivalent (BA, BSc, 116 53.2%

Level 6 Award, Level 6 Certificate,
Level 6 Diploma, Level 6 NVQ)
Postgraduate Degree or equivalent 29 13.3%
(MA, MBA, Level 7 Award, Level
7 Certificate, Level 7 Diploma,

Level 7 NVQ)
Other 12 5.5%
Skipped 0 0%

Respondents highest level of education

Other

5.5%

Postgraduate Degree or equiv...

13.3%

A-Level or equivalent (VCE's/...

=
28.0%

Degree or equivalent (BA, BS...

53.2%
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Previous Military Service

5. Please detail below the number of years’ service you have completed in the military. Please do
not include any time in the University Air Squadron or Air Cadets but do include any time which
you may have spent as a Full-Time Reservist.

e 68 respondents had previous military service
e This equates to 31% of respondents.

o Range: 3-22 years

e Average previous time served: 11.5 years
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Adult Learning Environment

6. In your opinion, does OACTU currently have an adult learning environment?

Term 1
Response Total Response
Percent
Yes 60 60%
No 40 40%
Skipped 0 0%
Term 2
Response Total Response
Percent
Yes 20 36%
No 32 64%
Skipped 0 0%
Term 3
Response Total Response
Percent
Yes 10 15%
No 56 85%
Skipped 0 0
Total
Response Total Response
Percent
Yes 90 42%
No 128 58%
Skipped 0 0
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Appendix L Requested guota for sample for the reconnaissance phase draw and
write exercise
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Requested quota for sample for the reconnaissance phase draw and write exercise

Minimum Quota Notes

3 females Representative of the 14 % of the student
body

6 previously serving airmen Representative of the 33% of the student
body

1 in the 18-21-year-old bracket

Representative of the 6% student body

2 in the 31-40-year-old bracket

Representative of the 28% student body

1 in the 41-50-year-old bracket

Representative of the 1.8% student body

2 who hold A-levels as the highest qualification

Representative of the 28% of the student
body

2 who hold a post graduate degree as the highest qualification

Representative of the 13% student body

1 with an ethnic background other than white

Representative of the 3% of the student body
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Appendix M Cycle 1 pre-service instructor draw and write task sheet
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Role and responsibilities of an instructor at OACTU

Please use the paper and pens provided to illustrate the multiple roles and
responsibilities you anticipate you will undertake as an instructor at OACTU.

These do not have to be illustrated through paragraphs, it can be drawings, spider diagrams,
poems, or any other way in which you wish to express yourself.

Inspiration:

Flag 1. A framework for teachers which illustrates the key areas attributes they must show
Flag 2. An example of an acronym

Flag 3. An example of a mind map

Flag 4. An example of a free hand approach

Thank you for your help!
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Appendix N Cycle 1 semi-structured interview questions
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OSIC Questions

Military Basic Training

e When did you complete your Phase 1 training?

e Looking at the pedagogy versus andragogy table, in your opinion, how was your
phase 1 training delivered?

¢ How did you respond to these delivery methods?

¢ How might the delivery methods have changed since you completed your
training?

¢ Please can you describe any of the members of who you would have regarded as
a role model going through training and why?

e Did you enjoy phase 1 training?
And why?
Background
¢ What motivated you to become an instructor?
¢ Have you worked in any instructional roles before this post?
Where did you work?

How did you find the experience?

e Have you completed any previous instructional qualifications?
e What level of formal educational qualifications do you hold?

¢ When did you complete this?

e What format were these delivered? Face to face? Online?

¢ What delivery methods did the instructors use?
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Roles of a military instructor at OACTU (Refer to drawing)

o Describe your ideal cadet

o Describe who you think is an average cadet? Age? Education? Military
experience?

e Describe your ideal instructor

Scenario

You have been asked to teach a lesson on the RAF rank structure....
¢ Would you feel more comfortable picking up a lesson someone else has written
and delivered previously or would you rather design your

own?

¢ How might you plan your lesson to stretch all cadets in the room given that some
may have more knowledge of the topic than others?

e How might you plan your lesson to cater for students who prefer to learn in
different ways?

¢ How might you use learning technology in this lesson?

e How confident would you be using learning technologies?

o A cadet asks you a question during the lesson. Is this appropriate?

o They challenge something you have said. Is this appropriate?
Scenario

You are a Flight Commander/ Deputy Flight Commander on a Squadron....You walk past a term
3 residential corridor and spot that two of the cadets have left their rooms untidy.

¢ What would be your initial reaction?
¢ How might standards be reinforced appropriately?

Scenario
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You are teaching a lesson and a student puts their hand up and asks you why you need to know
this information.

¢ What would be your initial reaction to this question?

¢ Another student googles the topic and spots an in accuracy in your lesson and
highlights this. How would you respond?

e A cadet puts their hand up and highlights that they have previous experience in
the topic being delivered. How do you respond?

Closing Question
e What % of your time do you anticipate being allocated to administration versus

teaching/ interacting with cadets?
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Appendix O Cycle 1 draw and write pictures

312






A;

N hﬁ?: Y, Nw

?\\\l!

ga\oiigﬂg
PC.K. 1»5

Hsin ket | " ”...u.\..\ :
130~ ?P(cu . «..r, 3

314






N / .

o\ N @ @
g o s
-q,..;..., | 7 N fﬁ-\
N oY \” =

316






Appendix P Analysed data from the draw and write pictures and semi-structured interviews
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Facilitate

Total No. instructors that
mentioned it

% of instructors that
mentioned it

Facilitate knowledge and skills

Instructor code
i6

1

16

Total No. instructors that

% of instructors that

Provide a safe environment Instructor code mentioned it mentioned it
Provide a safe and secure learning environment i6
Assess risk i6
Cadet safety i6 1 16

Total No. instructors that| %o of instructors that
Mentor Instructor code mentioned it mentioned it

Mentor i6
Mentor i4 66
Mentoring i3
Be a mentor by supporting but having your professional boundaries. i2 4

Instructor code

Total No. instructors that

% of instructors that

Ensure Cadet welfare mentioned it mentioned it

Cadet welfare i6
33
Welfare i4 2
Total No. instructors that %o of instructors that
Motivate Instructor code mentioned it mentioned it

Motivated i6
Motivate i2 2 33%
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Total No. instructors that

% of instructors that

Share relevant experience Instructor code mentioned it mentioned it
Share relevant personal / professional experiences i6 1 16%
Total No. instructors that | % of instructors that
Be approachable Instructor code mentioned it mentioned it
Approachable i6
Approachable - there is nothing worse than having a line manager that is
not approachable. i2 2 33%
Total No. instructors that | % of instructors that
Coach Instructor code mentioned it mentioned it
Coaching i4 1 16%
Total No. instructors that | % of instructors that
Provide Feedback Instructor code mentioned it mentioned it
Provide honest and regular feedback on performance/ attainment i6
Honest, there are some things that they will need to know and
something’s that they won’t. You can be as honest as possible.
Especially with feedback. The more honest you are the better they will
go. i3
Honest reporting i4 3 50
Total No. instructors that | % of instructors that
Encourage self-awareness Instructor code mentioned it mentioned it
Encourage self-awareness i6 1 16
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Total No. instructors that

% of instructors that

Promote RAF Ethos core values and standards Instructor code mentioned it mentioned it
Promote RAF ethos and company purpose i6
Demonstrate core standards and values i6
Values and standars i4
Standards i5
Someone who lives values and standards i4
Values and standards i3 5 83
Total No. instructors that | %o of instructors that
Challenge Instructor code mentioned it mentioned it
Encourage challenge i6 1 16
Total No. instructors that| %o of instructors that
Growth Instructor code mentioned it mentioned it
Encourage growth i6 1 16
Total No. instructors that | %o of instructors that
Role Model Instructor code mentioned it mentioned it
Appropriate Behaviours i6
Professional i6
Good role model i3
Role model i5
Role model i2
The big thing for me was a good role model. How you are presented,
how you present yourself and how you teach and actually a lot of things |i3 6 100
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I think that the cadets would want to see a role model therefore you
have to have that standards piece yourself. Otherwise, the credibility

starts to go. i5
Role model while embedding the ethos and values and spirit of the RAF |i4
We are supposed to be a great example for them to follow, il
Total No. instructors that | % of instructors that
Develop the individual Instructor code mentioned it mentioned it
Develop the individual i4
Develop i4
Developing the individual i3 2 33
Total No. instructors that | % of instructors that
Competence Instructor code mentioned it mentioned it
Competence i4 1 16
Total No. instructors that | % of instructors that
Develop cadet's confidence Instructor code mentioned it mentioned it
Develop confidence i4
Confidence i2 2 33
Total No. instructors that | % of instructors that
Develop cadets credibility Instructor code mentioned it mentioned it
Develop credibility i4 1 16
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Total No. instructors that

% of instructors that

Delegate Instructor code mentioned it mentioned it
Delegate i4 1 16
Total No. instructors that | %o of instructors that
Build the team Instructor code mentioned it mentioned it
Build cohesion i4
Build the team -While a lot of that will happen it is also the influence of
the instructor that will embed the ethos and values and spirit of the 16
RAF. i4
Build purpose i4 1
Instructor code Total No. instructors that | %o of instructors that
Mission Command mentioned it mentioned it
Mission Command i4 1 16%
Total No. instructors that [ %o of instructors that
Inspire the cadets Instructor code mentioned it mentioned it
Inspire i6
Inspire inspire a cadet to be the best leader that they can be. i4
Inspire i5 3 50%
Total No. instructors that | %o of instructors that
Resource Instructor code mentioned it mentioned it
Resource i4 1 16
Total No. instructors that | %o of instructors that
Support Instructor code mentioned it mentioned it
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Support i5
Support i2
Emotional support i4
Physical support i4 3 50
Total No. instructors that | %0 of instructors that
Engender diversity & Inclusion Instructor code mentioned it mentioned it
Diversity and Inclusion i4
Someone who lives diversity and inclusion i4 33%
|Fair— this is D&I think, treat everyone evenly |i3 2
Total No. instructors that | % of instructors that
Empathy Instructor code mentioned it mentioned it
Empathy i4
Goes back to being empathetic i3
Understanding of your cadets and being able to empathize with them,
for example you have had a really busy morning, then heavy on PT and
you have then straight after lunch, you might not want to do written
comms, you might want switch it around and do something else.
Something that is more energizing to pick them up. i5 3 50%
Total No. instructors that | % of instructors that
Care Instructor code mentioned it mentioned it
And the care point which is the most important one. A solider that
knows you care will love you for looking after them and by caring i4 1 16%
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Total No. instructors that

% of instructors that

Emotional Intelligence Instructor code mentioned it mentioned it
Emotional Intelligence i4
Good emotional intelligence -Keeping an eye on people and identifying
when people are different. How people talk, their body language. Why
are they different form last week? Do you ask their team makes, do you 33%
ask them direct? He may be nervous because he doesn’t like the
exercise phase but how can we keep him bubbling because he has done
really well on the theory stuff. i3
Good emotional intelligence i3 2
Total No. instructors that | % of instructors that
Discipline Instructor code mentioned it mentioned it
Discipline i4 1 16%
Total No. instructors that | % of instructors that
Provide Direction and Guidance Instructor code mentioned it mentioned it
Provide direction and guidance il 16%
Total No. instructors that | % of instructors that
Assess Understanding Instructor code mentioned it mentioned it
Assess understanding i1
Assess them in both a formative and sumamtive way to ensure that
almost you are content that they are confident and compatent at 50%
undertaking their role i2
Confirm understanding i5
Assess i2 3
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Formative i2
Summative i2
Total No. instructors that | % of instructors that
Demonstrate and explain Instructor code mentioned it mentioned it
Demonstrate and explain il 1 16%
Total No. instructors that | % of instructors that
Treat people fairly Instructor code mentioned it mentioned it
You need to treat people fairly. You will have all sorts of ages and
abilities and you need to treat them equally i3 1 16%
Instructor code Total No. instructors that | % of instructors that
Project confidence mentioned it mentioned it
Confident-Confident in your abilities, they will pick up if you are not
confident. If you deliver something confidently even if you are not
particularly, it instills confidence in them. i3 1 16%
Total No. instructors that | % of instructors that
Loyal Instructor code mentioned it mentioned it
Loyal i3 1 16%
Total No. instructors that | % of instructors that
Understanding Instructor code mentioned it mentioned it
Understanding i3 33%
Understanding i5 2
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Total No. instructors that

% of instructors that

Good communicator Instructor code mentioned it mentioned it
Good communicator i3 33%
Articulate i3
Communicate i5
A good communicator and articulate with it. i3 2
Total No. instructors that | %o of instructors that
Honest Instructor code mentioned it mentioned it
Honest i3 16%
Total No. instructors that | %o of instructors that
Flexible Instructor code mentioned it mentioned it
Flexible i3 16%
Total No. instructors that | %o of instructors that
Encouraging Instructor code mentioned it mentioned it
Encouraging- should give them a little bit of encouragement. i3 33%
someone who wants to bring the best out in everyone i4
Self-Disciplined
Total No. instructors that | %o of instructors that
Self-Disciplined Instructor code mentioned it mentioned it
Self-Disciplined i3 16%

Encourage decisiveness in a safe environment

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it
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Decisive -Some of the others have talked about their IOT days and
being told to make a decision doesn’t matter if its right or wrong, just
make one. You being decisive is a way of empowering them. As long as
you are content that in allowing them to make the decision they will be
safe then learning can come of it. You can use this as feedback and ask

16%

them how their decision played out. Would you do the same again? i3
Total No. instructors that | % of instructors that
Visible Instructor code mentioned it mentioned it
Visible Being visible is also really important i3 16%
Total No. instructors that | % of instructors that
Credible Instructor code mentioned it mentioned it
Credible -which does back to visibility but also that you have credibility
because of your background. I think that makes you justified to stand up 16%
and teach people. i3
Total No. instructors that | % of instructors that
Know your cadets Instructor code mentioned it mentioned it
Know your cadets i5 16%
Total No. instructors that | % of instructors that
Empowerment of cadets Instructor code mentioned it mentioned it
Help them help them selves i5 16%

Impart knowledge

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it
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| Impart Knowledge |i5 16%
Total No. instructors that | % of instructors that
Subject Matter Expert Instructor code mentioned it mentioned it
Subject Matter Expert i5 16%
Total No. instructors that | % of instructors that
Provide Leadership Instructor code mentioned it mentioned it
Leadership i5 50%
The instructor providing a robust leadership style where required. i2
Talking about leadership being the thing that we are impacting, actually
it may be more of the leadership and command element i5
Total No. instructors that | % of instructors that
Direct influence Instructor code mentioned it mentioned it
Direct influence i5 16%
Total No. instructors that | % of instructors that
Resource Instructor code mentioned it mentioned it
Resource i5 16%
Total No. instructors that | % of instructors that
Conducts themselves appropriately Instructor code mentioned it mentioned it
Conduct i5 16%
Conduct i5
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Total No. instructors that

% of instructors that

Dresses appropriately Instructor code mentioned it mentioned it
Deportment i5 33%
How you present yourself i3
Instructor code Total No. instructors that | % of instructors that
Upholds Professional Boundaries mentioned it mentioned it
Professional Boundaries i2 16%
Total No. instructors that | % of instructors that
Develop Training Techniques Instructor code mentioned it mentioned it
Develop training techniques -The instructor to then develop their own
techniques so that you can deliver it correctly and in your own methods i2 16%
and style.
Total No. instructors that | % of instructors that
Deliver suitable training Instructor code mentioned it mentioned it
Deliver suitable training i2 33%
Make things interesting as a lot of the stuff that we teach can be very
boring i3
How you teach i3
Total No. instructors that | % of instructors that
Provide direction and guidance Instructor code mentioned it mentioned it
Provide direction and guidance i2 16%

Enthusiasm

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it
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| Enthusiasm | i2 16%
Instructor code Total No. instructors that | % of instructors that
Passion mentioned it mentioned it
Passion i2 16%
Total No. instructors that | % of instructors that
Learn Instructor code mentioned it mentioned it
Learn about self i2 16%
Learn about the workplace i2
Learn about individuals i2
Total No. instructors that | % of instructors that
Differentiate Instructor code mentioned it mentioned it
Basically everyone has a place and you might look at someone and
think you are useless but it doesn’t necessary mean that they are at all. It
might just be that they are suited to being in a bunker somewhere and 66%
. . 0
playing with computers. Just because they do not come across as a
hugely personable leader, it doesn’t mean that they aren’t going to be a
great Junior Officer in a role that suits them. il
Some people might not want to be here, or not wan to do bits of it. They
may not like this bit so you have to be adaptable, I think. Your start
pupil when you are doing the exercises may not be the star pupil when
you are doing the theory and you may have to balance it out. i3
have a good understanding of where they have been and where they are
going, their back ground. They could have personal problems. i3
looking at different learning styles or SpLD’s then yes you would have
to break it down. The 1st people may not get it and you may have to go
over it again with them. Ok, PowerPoint didn’t work so lets put a video
on, or lest break you into groups of 3 at a board. | think it depends on
how deep it goes. i3
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To use you words earlier, the tell. The best way to engage people is to
interact with them and have it as inclusive and interactive as you can.

developing them as individuals

| think if the instructor knows there is various levels, it is incumbent that
they must use that experience in the lesson. They cant just talk at them,
they have to engage them and use that knowledge. | think there is a level
that the lesson needs to be at but you can utilize the assets that you have
in front of you.

No, just that you have to consider people and the speed that they work
at. For example, three of them might get it and one might be struggling
you have to recognize that and that person may need a little extra
training

respecting that if they not getting something may not be their fault, You
may have to reword it. You have to respect their way of learning. And
then develop cadets by understanding their needs

draw in on peoples experiences because you might have a FS who has
been in for 20 years who knows a more than me so | should know who
it is | am teaching and draw upon this experience so that they feel
included and they are including other people. They are learning from me
and the other person.

Build Rapport

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it

Someone who can create a really good rapport and get peoples attention

il

16%

Motivate

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it

I think it comes into the motivate. Learning about the training
techniques. Communicate.

16%
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Total No. instructors that

% of instructors that

Respectful Instructor code mentioned it mentioned it
Respect as individuals, respect as humans i2 16%
Instructor code Total No. instructors that | % of instructors that
Flexible mentioned it mentioned it
Flexible on working hours, like we have been told, sometimes people
will come to you just as you are logging off and you know you have a
45 minute drive ahead of you but you have to stay and listen as it will be
important to them. i3 16%
Total No. instructors that | % of instructors that
Use of learning technology Instructor code mentioned it mentioned it
The use of technology- The use of technology. | have just come off a
special investigations course and the instructors there quite often said,
get out your phone and lets use cahoot. Everything we have learn today,
lets just test it. Cahoot is good fun. Its all a bit jingly jangly you know,
not traditional in the slightest. Its visual and modern and they were very
clearly stepping into that world, using all of the different senses to learn
and I love the challenge of getting an individual to understand
something when they don’t at the start. I think I thrive on the
opportunity to do this. i4 16%
Total No. instructors that | % of instructors that
Knowledge Instructor code mentioned it mentioned it
On the basis of being an officer | am qualified to teach operational law,
values and standards and our law of armed conflict. | know some
officers with some horrendous values and standards but they can stand
up and tell everyone about values and standards, gripes me sometimes. |i4 16%
You should know the material and ideally have the background and
experience to give you the credibility to be able to teach it. i4
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Sandhurst loves all of their staff to have a wrack of medals as that
demonstrated credibility because of Ops they have been on. What will
be fascinating is in a couple of years, actually now, the army in
particular is really struggling to get out on Ops so how will they select
people? | have been in for 4 years and not even a sniff of an Operation
and that’s why I joined.

Sandhurts will get to the point that their instructors will not have medals

and at the minute they think that medals equals credibility. How will the

academy deal with that will be really interesting?

But you have the opportunity to spin a dit about it and a lesson learnt.
There is a lot to be said for going through a Command Appointment
which a Colout Sgt will have done and he may have been attached etc
and that’s how you bring that alive. That said I totally agree with the
SME approach that you discussed earlier and freeing up Flt Staff to be
staff and not having to deal with personal issues on top of everything
else. It will be important as if you don’t have ex rankers there will be
more of a burden on instructors. Otherwise people will not invest in the
lessons as they will be worrying about the latest welfare issue that has
come in.

Total No. instructors that

% of instructors that

Feed the Sponge Instructor code mentioned it mentioned it
the role of the instructor is to feed the sponge, the instructor is the
primary focus of feeding and developing the sponge 16%

Total No. instructors that

% of instructors that

Mission Focused Instructor code mentioned it mentioned it
All of these help to build a cadet that ultimately understands that the
mission is the most important thing; they are part of something bigger. |i 16%

334




Challenge

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it

Challenge to lead

16%

Lesson Delivery

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it

Your knowledge of the subject and how you are imparting needs to be
spot on and they been to tie together.

16%

Questioning

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it

I think as long as it is done respectfully, and it done in the right context
then of course it should because that it what we are trying to teach them
to do. We don’t want them to go into the RAF and never question
anything. If we did that then nothing would ever change. But there are
some elements of it, clearly the academic side while there are seminars
and debates in which they are encouraged to partake in, a lot of it is rote
learning and you are saying, this is the way it is. Respectful questions
about this is why we do things is absolutely fair but you cannot have
them standing there in front of everyone saying, you are wrong. At this
point, this is where the discipline part comes in

80%

Yes, they need to learn so if they have a question or they want to clarify
something then they need to highlight it, If I am not sure | have to ask
the question straight away so | would encourage them to ask the
questions straight away because | may not have worded something
correctly and people may not be getting things so I need to know. |
would rather they stop me at the earliest opportunity so that | can fix it.

It depends on the question. If its just for clarification. It’s all about how
you ask the question. If they do it respectfully and diplomatically then
yes. That’s why I think you have to take it in context.

Yes. | think it is. The person that is delivery that lesson needs to be
confident enough in that field to take questions and questions that
challenge the instructor legitimately, the instructor should be happy

335




enough to say, you know what, | will come back to you on that. Or you
come back to me with some research and we will discuss it next time.
Instructors who are ill prepared or put in a situation where they don’t
know the subject should not be intimidated by questions as asking
questions is part of development and learning process.

f they are constantly questioning how it is being delivered, well you
have a finite time to get through a certain amount of material and if
people are constantly questioning it, will you ever get to the end within
the time frame that you have. I think there needs to be a different style
within phase one and I presume that’s what most people would think.

Positive praise

Instructor code

Total No. instructors that
mentioned it

% of instructors that
mentioned it

It does, and | remember myself, | always struggled with the green side,
no I didn’t, I enjoyed it but I struggled and I remember being told to
leopard crawl 200M and thinking, if I have to do this as a logistics
officer then something has gone badly wrong. But | got positive praise
because I did it and I helped a few people on the way and that positive
praise massively over weighed any negative feelings that I had at that
time and possibly they say that | was on the edge and they gave me a
carrot to keep me going and in a way that one little thing did an
enormous amount. To a degree, we cannot praise everyone all the time,
we expect people to meet that but if people go above and beyond then
they should be acknowledge for it. The Regiment are particular bad for
just telling people to do things and they don’t like it when someone
questions what they have told you. That is their whole ethos and
mentality. But | do see elements of it. | know you do need to see if you
can function under high levels of stress and tiredness as you may have
to on Operations. But you may not see that at the time and no one is
giving you the reason behind it.

64%

Yep, | don think you want to over egg it. I have done some courses like
IMLC when | was told off for not telling people that they had done
things really well when actually that was a bit false. You know when
you have done a good job but if you have done an above average job
then yes defiantly.
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In anyone situation, there is almost certainly something or something’s
that someone has done well, if you have an individual that does a task
and its rubbish, for want of a better word, otherwise, this is something
that | picked up on, in the unit trainers course that | did, the bath tub
debrief. So, if you go in with a load of bad, they will walk away
demoralized. It affects their morale, will you get the best out of them?
Then, if you excuse my language, a shit load of bad, then you need to
prioritize, 1, 2 and 3.

Appropriately questioning is perfectly legitimate. This is not a
committee debate and the course is the course as it is designed but |
have no problem in explaining why an element in but it may well be that
the inclusion of Adair's model, this is the one that we are using but I am
happy to have a discussion about the merits of the other models at an
appropriate time. If you are just on transmit and they are on receive it
will go in one ear and out the other. There will be no spark in their own
minds. | am not afraid of it. There are some practical issues surrounding
it like classroom management and time management but when | was on
BAWC | was struck by how inquisitive the cadets were and to the best
that we could we encouraged it.
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Appendix Q Overview of the pre-service instructor’s demographic data

338



Summary of Instructor Backgrounds

One

directive approach frustrating.

to know any better.

due to completing it after a
short civilian career.

11 12 13 14 15 16
Age Early 30’s Late 30’s Late 40’s Early 30’s Late 40’s Late 40’s
Rank Flight Lieutenant Flight Lieutenant Warrant Officer Captain Warrant Officer Squadron Leader
Service RAF RAF RAF Army RAF RAF
Specialism Logistics (Generic) Nurse (Critical Care) Operations Royal Military Police Air Traffic Control Logistics (Catering)
Education Law Degree and Solicitors Nursing Diploma and GCE'’s Degree- Yacht Engineering GCE’s BA (Hon)- History
practicing certificate coaching certificate MA- MBA
No. Years since Phase 1 5 (Joined at 25) 5 24 (Joined at 17) 5 (Joined at 25) 30 (Joined at 17) 22
Training
Previous instructional N/A Coaching and mentoring N/A Yes N/A Yes. Two previous
Experience nurses. instructional tours teaching]
Air Power and Catering.
Military Training N/A DTTT N/A N/A N/A DTTT
Qualifications
Civilian Training N/A N/A N/A N/A N/A N/A
Qualifications
Experience on Phase [ Did not enjoy it, found it. Found Loved it. Got through it. Too young | Found it very frustrating | Got through it. Too young | Got through it. Too young

to know any better.

to know any better.

Job at OACTU

Flight Commander/ Leadership
Instructor.

Flight Commander SERE/
Leadership Instructor.

Flight Commander NCAICT
Course.

Flight Commander/
Leadership Instructor.

Flight Commander NCAICT
Course.

Officer Commanding a
Squadron

Motivation to become
an instructor

I think it was that not having
necessarily having the best time
while | was here but massively
seeing the value in the process |
wanted to come back and just
have a really positive experience

here.

Just because | liked it
here so much. | thought it]
would a good place for
me to develop as a Junior
Officer to see what it is
like from a different
perspective.

With my breath
of experience | thought that
the joint NCA course
was actually
more relevant so | thought
now is as good a time as
any

| have seen a lot of bad
instruction, which | don’t
think there should be so |
want to be in it to have
influence left and right as
\well as downwards. And |
do like instructors. | do

like imparting knowledge
and experience.

So | wanted a refresh, it is
lgoing to sound cheesy,
but | felt like | should
really give something
back. And to be honest
the location, timing and
circumstance also all suit.
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Appendix R Transcription of a Cycle 1 interview
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Date: 08 January 2019
Participants
R= Researcher

I 1=Instructor 1

Transcription results:

Transcription details

For me, just for a little bit of a background, what branch are you?

| am logistics

How long have you been in the RAF for?

6 years

So you graduated in...

| graduated in 2013

So not long since you completed phase 1 training then?

No and this is why coming back, well Charlie who is also on this course
graduated on the same |0T, were SERE and its been quite an
interesting experience coming back

| didn’t necessary have the best time, | enjoyed it and the process was
brilliant and | think | changed a lot as a person doing it, and | am glad
for that bit | didn’t have the best of time so its quite nice to come back
and release some of those negative preconceptions.

So you said that you completed it six years ago, what types of jobs
have you done since?

So my 1st tour was in catering, what would have been OC Catering,
then | went to Abu Dhabi to be a deployed logistics commander, that
was pretty cool but it was only for six months. Then | came straight
back and went to (Operational Name excluded) as a deployed logistics
commander for six months. | then went to 2MT as OC tasking and
training and then into A7 Training and Exercise the Force Head
Quarters.

That is a really interesting background.

It’s not bad. | have managed to cram in quite a bit. | also did Exercise
Safe Seria. | have also had quite a lot if exercise experience from doing
the Eagles series.

That’s a really interesting background to bring into Cranwell.

| hope so. Obviously | am replacing a Logistics Officer. But | think
because he is from a movements background, he will have been
predominantly stove piped movements but because | didn’t specialize,
| have been able to do a broad range of jobs.

Is that unusual for a Logistics Officer or do you get stove piped in?

Normally you would usually go movements or fuels.

If we think about your time on IOT, this is something that | am
studying. If you think of pedagogy as how we teach children and
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andragogy as how we teach adults. Can you take a look at the table
and tell me how you think your phase one training was deliever?

It's a combination of the two. The 1st two terms are predominantly this
(Pedagogy), | cant say the terms so I’'m not going to embarrass myself
in trying to say them, predominantly the child way of teaching.
Towards the latter part of term two going into term three they tried to
get you to apply your experience and what you learnt on the course
and almost perform more as an individual rather than the building
block of the leader that they have created up to that point.

How did you respond to that approach to those techniques?

| really enjoyed term one bizarrely as | had trained as a lawyer
previously so | had been in academia for a hugely long term which
bored the tits of me by that point so to come into something
absolutely brand new, handling a rifle and everything | loved it and for
that, something which is potentially such a dangerous thing and | had
never seen one before | completely appreciated the need for that
(points to pedagogy). That became an awful lot more tedious when it
became tasks that you already knew how to do, like taking care of
yourself, cleaning, etc. and you are still being treated like a five year
old. That grated on me a bit and that’s where | struggled.

Do you feel that you were transitioned towards the end?

Definitely to a degree. Probably not as much as you need to. | think the
course has changed now to do so.

How do you think the delivery methods may have changed in the last
six years since you have completed the course?

| think there is more of an onus on people to develop their own sort of
styles. | know they have taken some of the reflection out, when they
reduced the length of the course which | think was a strange decision
but | am sure that they did it for some very good reasons but | think
they now put more of the onus on the individuals and there is less of
that very direct direction, do it exactly this way. | think they now let
you develop in your own way.

Can you describe a member of staff that you regarded as a role model
whenever you were going through and why?

Is there another one that asked you about a cadet as she wasn’t a
member of staff but she was a formed Sergeant and my roommate?

Go for that one.

She had been a Sergeant engineer before and she was commissioning
and she was everything | would expect a good leader and a good
person and then everything | would expect a good Officer to be. She
was fantastically empathetic and she was the mum of the course. She
was a little bit over weight coming into the course , she was carrying an
injury but she did everything she could do and anything she couldn’t
she made up for it by doing something else to make sue she kept up
with everyone else. She lost a tonne of weight, she became incredibly
physically fit, academically she had never done any university work
before but she utilized us which made us feel worth while. She didn’t
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just lead from experience, she also used the people around her to feel
valued and helped at the same time

What will you take away from that experience into your new role?

| want to emulate her in my new role. She has come back

to Cranwell since as an instructor; she was a leadership instructor |
think. | want to be as empathic as possible as | can for every body
and appreciate that everyone is entirely different and that their
approach to training and day to day life will be completely different
and that is not necessary a bad thing. And to try and see what those
little ideosyncricie. Basically everyone has a place and you might look
at someone and think you are useless but it doesn’t necessary mean
that they are at all. It might just be that they are suited to beingin a
bunker somewhere and playing with computers. Just because they do
not come across as a hugely personable leader, it doesn’t mean that
they aren’t going to be a great Junior Officer in a role that suits them.

Did you enjoy your phase one experience?

No

Why?

||~ |

| did parts of it, on the whole neutral. And because | struggle with
collective punishment and things that | personally perceive to

be arbatory, | hope | will be able to see the same mental struggles that
| had a cadet basically like a little internal tantrum. Asking myself, why
am | being punished for them fucking up and | hope | will be able to see
that and nip it in the bud early and say, look | can see why you are
pissed off, but we have to do this and this is the reason why.

What motivated you to become an instructor?

| think it was that not having necessarily having the best time while |
was here but massively seeing the value in the process | wanted to
come back and just have a really positive experience here. | think | also
say the instructors and staff having a bit of a whale of a time and |
thought it looked like a really good tour and by the end of term three
the relationship that we had with the staff was fantastic and | would
quite to be able to replicate that if | can.

You mentioned your previous roles but have any of them been
instructional?

No so my last two roles were training based but one was in policy and
the other was in an assurance role in 2MT. | had a team of 13 Corporal
instructors but | wasn’t DTS or DTM or DTTT trained so while | assured
the courses and course structure, | didn’t have anything to do with the
actual training.

That’s quite nice as at last you are coming in as a blank slate, with no
preconceptions.

| do not have a way of doing things yet.

So you can find your way of doing things here, which is really nice
actually.

You talked about law and your background; | assume you did a degree.
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| did and a legal practitioners course which qualifies you to be a
solicitor and then | was just about to do a start an internship with the
Crown Prosecution Service and | just had a bit of a flap and | had
known for some time that | didn’t love law but obviously you pick a
and you think its going to be a good career and | doggedly travelled
down that part until | realized | didn’t want to do this and then my
mum suggested joining the military. That was in the November and
then | joined in the January.

That was a brave decision to leave a career which could have been life
long and lucrative.

Yes, brave or stupid but actually this one pays perfectly well and
actually as a solicitor actually starting out, | would only have been on
about twenty thousand a year so | knew that | was going into a job
which paid me better from the off so | wasn’t that brave, | think | was
quite mercenary really.

You completed the qualification relatively recently, about six years ago,
ho were they delivered?

It was mostly just lectures. There was a little online work on
Blackboard for your notes and revision notes.

How did you find the blackboard application?

| am the kind of person that has to actually see or do something or | am
probably going to chin it off. Being told to go home and read
something will mean that | will probably chin it off. | like to have
someone stand there and say, this is how this work and you must do
this, then it sticks a bit better.

Looking at the pictures that your drew of me, please could you talk me
through the role of the instructor?

Well driving home last night | was thinking, how do | perceive the roll
of the instructor? And predominately | thought it was teach the man to
fish analogy. They are coming in and we are the Junior Officer teaching
them to be Junior Officers. We are supposed to be a great example for
them to follow, to show them almost teaching a child to walk. In
theory we are taking them from nothing to a polished, finished product
ready to start their Phase Two training. So these are the little cadets
who don’t know how to fish, and this is us, the instructors, we know
how to fish. This picture is us fishing, moving on this is us showing
them how to fish and | should properly stop using the fish analogy as
you get the point but there are elements of people management,
leadership models and by this point they should be questioning it.
Have | got this right? Working through their academic projects and
they should be starting to grasp it and we are there to give them that
little bit of support to say, yes you are doing it right or no you are
doing it wrong. What do you think? Or maybe you haven’t quite got it
right but have you thought about it this way? And that’s the bit where
they are actually starting to fish and | theory by the time they get to
term 3 they should pretty much be able to just crack on, on their own
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and we can stand to one side in a power pose and say yes they have
done pretty good there.

You mentioned about the cadet questioning. Do you think the cadets
should be allowed to question the instructor as part of this process?

| think as long as it is done respectfully and it done in the right context
then of course it should because that it what we are trying to teach
them to do. We don’t want them to go into the RAF and never
guestion anything. If we did that then nothing would ever change. But
there are some elements of it, clearly the academic side while there
are seminars and debates in which they are encouraged to partake in,
a lot of it is rote learning and you are saying, this is the way it is.
Respectful questions about this is why we do things is absolutely fair
but you cannot have them standing there in front of everyone saying,
you are wrong. At this point, this is where the discipline part comes
in.

You talked about being chuffed, is positive praise appropriate for
phase one training?

It does, and | remember myself, | always struggled with the green side,
no | didn't, | enjoyed it but | struggled and | remember being told to
leopard crawl 200M and thinking, if | have to do this as a logistics
officer then something has gone badly wrong. But | got positive praise
because | did it and | helped a few people on the way and that positive
praise massively over weighed any negative feelings that | had at that
time and possibly they say that | was on the edge and they gave me a
carrot to keep me going and in a way that one little thing did an
enormous amount. To a degree, we cannot praise everyone all the
time, we expect people to meet that but if people go above and
beyond then they should be acknowledge for it. The Regiment are
particular bad for just telling people to do things and they don’t like it
when someone questions what they have told you. That is their whole
ethos and mentality. But | do see elements of it. | know you do need to
see if you can function under high levels of stress and tiredness as you
may have to on Operations. But you may not see that at the time and
no one is giving you the reason behind it.

Do you think they could have told you why?

Yes, but then there is that whole ambiguity thing and | suppose they
also want ot breed the whole, we will tell you to do it and you will do it
well and if you do then we might tell you why. So | can see it both
ways.

Do you think that this is potentially a societal thing; you see things
differently because of the generation that you are from?

I think it is a personality thing. Some people are a little more obliged to
do what they are told or more mild minored or measure people like ex-
rankers who can say, you know its just a game, just do as they say, its
only 9 months, just do what you are told. And then there is me going, |
just don’t get it. | think it personality based because | was slightly more
analytical.
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Is there anything else that you put in here that you haven’t
mentioned?

No, just that you have to consider people and the speed that they work
at. For example, three of them might get it and one might be struggling
you have to recognize that and that person may need a little extra
training.

Please can you describe your ideal cadet for me?

| think it would be H the girl that | described previously. She didn’t
know everything and didn’t pretend to know everything but always
helped everyone where she felt she could. She added value where she
could and she asked for help when she needed it. She was always the
kind of person that if she had finished a race, would go back and help
other people carry their kit so she was just hugely consciously, hugely
empathetic, massively dedicated and she never munked and moaned.
Not once did she complain about anything, even me and | was a
nightmare and her roommate.

Please can you describe what you think an average cadet it in terms of
age and educational qualifications?

I think now, probably degree leavers. Until my last tour | would have
said older but now because there are so many pilot and engineers
coming through | think it’s a little younger, probably about 21-25.
Generally higher education.

Do you think you will be conscious of that background when you are
delivering lessons?

Not really, | think the academic lectures would need to be, especially
during the Bandar phase, a lot of them would have very recent
experience of essay writing and know how to structure it but some
would not, they might need a little extra help or guidance but as a
leadership instructor | do not think | would change my approach.

Please can you describe your ideal instructor?

Someone who can create a really good rapport and get peoples
attention. The amount of lectures that we fell asleep in and | know
when you are up to one a clock in the morning you cant really help it
but it was bad. But then there were some people, no matter how tired
you were, you perched yourself up on the seat and you listened the
whole time. | do not know how | will achieve that yet but | am going to
try.

So you have been asked to teach a lesson on the RAF rank structure.
Would you feel comfortable picking up someone else’s lesson and
teaching it?

How much time do | have?

Overnight

| would probably much rather take their template and | would jig it.
They clearly knew what content they wanted so | would take that and
check the content and put it into a format which | felt more
comfortable with.
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How might you plan a lesson to stretch cadets, for example you have
ex-rankers in the room and you have DE’s that have never touched it
before, would you teach the same lesson to all?

You can tell them the basic rank structure, you could tell anyone that
in a quick presentation but how that works in reality in a Sgn you could
lean into or utilize the experience in the room to talk about how they
found it, how often they seen their Flt Cdr had how it worked in reality.
You could deliver the same presentation to both but use your ex-
rankers to bring it to life.

How would you incorporate TEL into the lesson?

Technology I’'m not sure. Clearly you could bring rank slide in, hand
them out and discuss them. | would probably go PowerPoint
presentation, nothing too exciting.

A cadet asked you a question during the lesson. Do you think this is
appropriate?

Yes, | think the best way to facilitate learning for me has always been,
there is no point waiting until the end of the lesson as you will have
forgotten it or your question will no longer be in context. So | would
encourage people to ask questions as they go along.

A cadet challenges something that you said but they do so respectfully.
Is this appropriate?

Yes, like | said we are not teaching them to be mindless robots who
assimilate the information and spout it off like mindless robots. If we
are teaching something wrong or they have experience which differs
then that is valuable, so that is something which you can incorporate
into your presentation. You have Sgts here who may have do 20 years
already, OK maybe not that much but far more than most of the
instructors here so to disregard any form of respectful challenge would
be full hardy.

Ok, so | worked it out and the average an ex-ranker has done before
they get here as a student it 10 years.

See, that is a long time. And that’s an average and this discounts the
commissioned WO's.

| think you would massively rub them up he wrong way and it would be
damaging to disregard any questions form them. | would look like a
knob and we would all look like knobs.

So you are a Flt Cdr and you walk past a set of term 3 bedrooms and
discover that they are in a little bit of a mess. What is your initial
reaction and your course of action?

Are they in there?

No

| would go and find their Flt Sgt and ask them to give them a little bit of
a talking to and ask them to sort it out before the Sgn Ldr sees it. |
wouldn’t go to them directly at 1+t because we are teaching them to
use and understand the rank structure. Go find the lowest level | can to
speak to them, ask them to give them a gentle reminder and if it keeps
happening give them some tier 1 or 2 punishments.
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You are teaching lesson and a cadet puts their hand up and asks why
we need to know the information. What would your reaction be?

| would tell them exactly why | am delivering it and why it would be of
us to them.

At points under the new system, the cadets will have their laptops in
front of them.

That will be new and weird.

In what way?

People will be sat there, tapping way.

|||

Yes, it will and it will be a new way or working but as instructors we
need to get used to it. It can only be for the better.

If a student goggles something and they put their hand up and
challenge you that something you said want quite right, how would
you respond?

| would just say that we had done our own research, tried and tested
and this is what we had found. This is how we are teaching it but there
may be other modes and methods, for example another leadership
model, there are a million and one different models that you could
prescribe to but we are teaching this one, it works for us, we
appreciate that there are other ways of doing things but we are
focusing on this one.

What % of your time do you anticipate being admin verses dealing with
the cadets?

It depends, if | am a Flight Commander than | expect it to be 80%
admin and 20% dealing with the cadets but if | am a leadership
instructor then | think maybe 40% dealing with the cadets and 60%
admin.
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Transcription details

R What branch are you?

12 I am a nurse

R That is a bit of a change to come to here

12 Completely different, very out of branch but | am still required to keep
up my clinical work. | must do a minimum of 80 hours of clinical work
every six months to keep my registration. | will go and work on the
emergency assessment unit in Bury St Edmonds to keep my clinical
skills up

R Are you going to teach on SERE?

12 The 1st plan is leadership and then potentially SERE

R Did you do SERE going through here?

12 | did yes. To be honest | really enjoyed it and that's why | wanted to
come back.

R How long ago was that?

12 2013. I know it's changed and | know a lot of the exercises have
changed.

R That's possibly not a bad thing?

i2 It will be interesting to see what they have done with the course.

R Looking at how the course was taught, was it taught in a more directive
manor, like you would teach children or were you treated more like an
adult?

12 It was a bit of both because there were some subjects that had the
direct approach and others that did not. Some subjects you were asked
to go away and research and feed back to the rest of the group and the
instructors.

R How did you find that approach, were you comfortable with it?

12 Yes. Because then you can learn in your own style. | tend to struggle if |
am told to do something in a certain way or if | am sitting and its just
presentation after presentation then | am gone in about ten minutes. |
am disappeared, out of here!

R Do you think the delivery methods that you experienced will have
changed at all?

12 I'm not sure. | wrecken they may have changed slightly.

R How might they have changed?

12 There may be more self-directed learning. | don't know if they have
looked specifically at making the cadets be more responsible for their
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own learning or whether it comes down to the instructor guiding and
mentoring them through the whole process.

Can you describe any members of staff that you would have regarded as
a role model when you were going through and why?

| had one, funny enough who was a nurse, she is now a Sqn Ldr. Wasket-
Booth, she was amazing. With her | think it was just her methods and
her style. She is very softly spoken but | don't think you would want to
mess with her and that really worked for her. It was just that | respected
for her because of the way that she dealt with people in general. She
encouraged us to do lot of reflection with her and her feedback

was really good.

When you said she dealt with people well? What did you mean by
that?

She really looked after me. | was the shortest person on the course and
it was at the time where there were a lot of pelvic stress fractures and
she was always making sure that she reminded the rest of the group not
to put me at the back of the group. Through this she reminded people
that they needed to consider everyone and they say she taught | really
quite liked.

Overall did you enjoy SERE?

Yeah | did.

Why?

| just did. I am like one of those weirdos that just enjoyed it. | still speak
to some of the guys on the course and they keep telling me lam a
weirdo. | enjoyed the structure, | thought | knew what | was doing every
day. | liked the challenges. Yes some of them were really hard but |
didn't mind that. | learnt a lot about myself and what | was

capable of and | enjoyed the support of and supporting other people.

What motivated you to come back as an instructor?

Just because | liked it here so much. | thought it would a good place for
me to develop as a Junior Officer to see what it is like from a different
perspective. For me an out of branch role especially for nurses in
general is not really an option. The only kind of instructor jobs that we
have are Litchfield, Halton and here so it is really limited for training
jobs. The other type of training that | could have looked into was

my aeromed training.

Have you done any of the military instructional courses before?

It is constant reflection. Say a patient has a cardiac arrest you will then
reflect on their performance or if you did something well and it went to
plan you reflect on that. That is what we are expected to

do to keep our registration but it is very much health, wellbeing and
how to develop students.

Do you think some of that experience will be able to be translated into
here?

| hope so. | think it is a god way to learn how your mistakes have gone
wrong. It like Hararis window, some people cannot see where they are
going wrong because they are not reflective but if you can work on it

350




together and approach it by saying, have you though of this, or can we
look at this?

R You talked abut your nursing back grund, did you do a nursing degree?

12 No, | did the diploma and | just haven't had any time to top it to a
degree. We used have a defense degree which was run out
of Birmingnahm but its gone and is now self funded. My ambition is to
do a degree but no on. | have to do something which | am interested in
as its a long old journey if you arent. So for me | would love to be
wound injury or something like that.

R How was your diploma taught? Was it self-directed or was it face to
face?

12 It was in a big lecture hall, sat on receive. How did you respond to that?

R Not well. That didnt go down well with me. A lot of the assignments you
were given a title and just sent on your way and we were having to do
37 hours a week of clinical shifts.

12 How long was the qualification?

R 3 years

12 Each then term you were rotating around different wards so you were
having to learn a new skill set.

R Given all of that, do you think you respond better to a more refletive,
self-paced adult learning environment?

12 Yes, | learn by doing. It's the apply. Tell me what | need to do and | will
go away and give it a go. Let me show you and then | have done it.

R Do you think there will be a lot of tat style of teaching at Cranwell?

12 | think it will be hard but I think there must be elements of the apply.
But it comes down to the instructor and what the topic is.

R What is your ideal student?

12 Someone who is motivated. It's the attitude, there is nothing worse than
someone moaning along. | need them to be open minded, | don't
know everything, and they don't know everything. Every day is a school
day, | would rather someone come with an open mind.

Except people's opinions and everyone will have a slightly different way
of doing things

R How do you feel about students voicing their opinions in a lesson?

12 Yes, if someone disagrees, then | would rather them say something than
them just sitting stewing away. If | am wrong, | don't care, | will take it
on the chin. | quite like it when people come up to you and tell you that
they have a different way of doing something or that they think you
aren't quite right.

R What do you think the average cadet looks like in terms of education
and age?

12 It could be anyone. It doesn't matter what age as | think when | went
through there was a nurse than was 45 and ive seen some really
young guys.

R Can you guess at what the average age is?

12 23
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R 25, so not far off. In term of education

12 50%

R 60%, of which 20% are MA's

12 And there is me with my diploma

R They would be very grateful of you if you got hurt

12 Please could you describe to me what your ideal instructor would be?

R Someone who is robust but fair, who is passionate. motivated,
knowledgeable, good standard of dress

12 Please can you chat me through your drawings. Let's start with roles of a
military instructor.

R SO on this | put inspire, as you want to inspire others, be a mentor by
supporting but having your professional boundaries. Assess them in
both a formative and sumamtive way to ensure that almost you are
content that they are confident and compatent at undertaking their
role. Approachable, there is nothign worse than having a line manager
that is not approachable. The instructor to then develop their own
techniques so that you can deliver it correctly and in your
own methds and style.

12 Do you expect to do CPD when you get on course?

R Yes, 5 hours every year.

12 Is the way that you are delivering suitable to the audience? Then | put
motivate, either the cadet or yourself. Be enthusiastic, confident, learn.
It is important that you ar ekeeping up with changes in
policy adn guidelines so that you are not just elarning myself so that |
am learning about myself, the team and the individual students.

R Do youe xpect CPD sessions to be provided or do you think it will be self-
directed?

12 I think it will be a mix of both. | think we will be pointed in a direction
and then you will be expected to do some of the research yourself. |
know what assurance do come in and assess so they will point us in the
right direction. | expect them to reflect and stimulate others.

R What do you mean by stimulate others?

12 I think it comes into the motivate. Learning about the training
techniques. Communicate. Being respectful of others. | think that's a
massive thing.

R When you say respectful of others, what do you mean by that?

12 Respect as individuals, respect as humans and respecting that if they not
getting something may not be their fault, You may have to reword it.
You have to respect their way of learning. And then develop cadets by
understanding their needs. The instructor providing a robust leadership
style where required.

R Can you chat me through the roles of a cadets?

12 They need to be willing to learn. For them to develop themselves, so

having the awareness and maturity, | think if they are immature are they
going to be willing to learn? Are they going to get the most of the
learning opportunity and that they are responsible for their own
learning to take ownership? For them to provide motivation in lessons
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and are engaging and by them participating. Confidence in their military
skills, through FP and the different drills that they have to undertake.
The medical stuff and all of the operational stuff in the military
environment. Really this is all just the foundation and the rest will be
picked up when they get out in the workplace. Understand the RAF, the
roles that that are out there. Independence but for them to adjust and
review their leadership style and perform. There needs to be a safe
environment for them to try, fail, adjust and see what suits them. For
them to be respectful and take criticism. Communicate clearly. To bond
with the team. Independence with own

learning. Understand management as that is an important thing, you go
straight into leading people. You need to be aware of your team as a
whole. Be able to deal with welfare issues. Prep for your role as a JO but
also be able to use mission command. A deeper understanding of Air
Power but that is a continual development. It wont really be until they
do BAWC and IOD when they will get a bit more of an understanding of
AP. IF you work in a tri service environment you need to know about

it.

A lot what you discussed is very self-directed, do you except the cadets
to be able to take ownership for their own learning?

Yes, because they are an adult. Most of them have

been through university. | know there are times when someone might
may not have a degree, but you would still expect them to be able to
cope and its the role of the instructor to help them do this.

You have been asked to teach a lesson on the rank structure. Would you
feel comfortable picking up someone else's lessons and running with it?
Or would you wan to design it yourself?

Yes and no. | would be happy to pick up someone else's lesson although
I might not understand what it is they are wanting to get across. If | was
teaching someone else's lesson | wouldn't want to go in there without
looking at it. The ideal situation would be for me to design my own
lesson but if there is a bog-standard template for all which you are to
teach and that's how you have to teach it but you can apply your own
methods then fair enough. | don't like it when it is personalized to
someone else and you don't know what's coming.

Would you expect to teach the same lesson to everyone in the room as
they will all have the same standard to knowledge or would you vary it
for the potentially different levels of knowledge in the room?

You wouldn't be able to very it as a lot of the presentations you will
have to teach the basic information that has been prescribed but you
can draw in on peoples experiences because you might have a FS who
has been in for 20 years who knows a more than me so | should know
who it is | am teaching and draw upon this experience so that they feel
included and they are including other people. They are learning from me
and the other person.

Would you feel comfortable using learning technologies in a lesson?
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If it has a purpose they defiantly, if it is going to distract or detract then
no because | am thinking about me and what | would do if a student had
a laptop and | would just want to stare at their screen. | would not be
listening. That is my own problem.

A cadet asks you a question in a lesson, is that appropriate?

Yes, they need to learn so if they have a question or they want to clarify
something then they need to highlight it, If | am not sure | have to ask
the question straight away so | would encourage them to ask the
guestions straight away because | may not have worded something
correctly and people may not be getting things so | need to know. |
would rather they stop me at the earliest opportunity so that | can fix
it.

A cadet challenges you and highlights that he thinks you were wrong on
something, how would you respond?

It depends on how they say it. If its rude then no but if they challenge
me then | would go OK, | will have a look. | would have to go straight
away and have a look as it would bug me if | didn't. If they were right |
would go back and let them know.

You are a Flt Cdr and you walk past the term 3 residential rooms and
you spot that they are in a bit of a mess, what would be your initial
reactions?

| wouldn't go in there and start shouting. | would come back. | would
have a chat with the FS and then do a bit of an inspection if it was
required but | would find out why it their rooms were like that in the 1st
place. | would also let them know why we expect them to keep their
rooms tidy. | walk past people's room in the Officers mess and I've seen
medical females that have had rooms that are disgusting. Infection
control issues!! It's not just being tidy it's about representing yourself.

Do you think it's important to explain people to why they need to do
things?

I think the older generation especially think they want to tell you to do
something and don't expect to tell you why, but | think

that must change as people need to know why. It could be that it's
because of safety or quality so if people understand why. That's why in
DTTT you must put it into your interest and need so that people see if
up front.

What % of your time do you think will be admin verses interacting with
cadets?

| think probably quite a lot. | would probably say 70% admin. Everything
seems quite admin heavy at the moment and it does depend on what
role you go into. | think in Leadership FIt you will have to write reports.
There will be elements of admin, teaching and assessment but no
matter which job you end up in, there will be admin in it.
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Transcription details

So | gather you are going to in instructing on the NCA course. What is
your back ground?

In trade group 9 as an SAC and a Cpl you are the same trade. When you
get to Sgt you get selected to go to do air traffic control or Operations.
| didn’t want to control anything so | went Operations. Therefore | have
a much boarder back ground than most. 14 who you will talk to
tomorrow has gone air traffic and stayed air traffic and he has spent
most of his career in air traffic tours but mine has been a lot more
varied. | have done a lot more travelling around the world. | have had
more chance to mentor people. | have done a lot of training

standards stuff so | think mine has been a lot more varied and |

am really glad that | went that route. They changed to trade

group 7 and | remained trade group 9. | am hoping that when |

go down stairs and | am working with both the controllers and the
aircrew | will be able to draw on the bigger picture and help draw it for
them.

If you don’t mind me asking, when did you complete phase one
training?

January 1994

And how was it delivered? If we look at the information in front of us, it
describes two different types of approach. One is more child centered
and is very directive and the other is more of an adult learning
approach. What way was yours delivered?

We were the 1st course to move from Swinderby to Halton so to out it
nicely it was a cake and arse party. It was very instructor led

but luckily we had two senior men who were both ex army and luckily
from their point of view, the instructors could go, senior men come
with me, they would go away, get a brief and then come back and tell
us. Looking back on it they did give you a little bit of leeway but it was
still very much, this is what | want you to do and this is how | want it
done. Only in the last week when we had a little bit of flex did | have to
approach things in our own way.
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Do you think the delivery methods will have changed much between
then and now?

| think there will be a lot more adult. | would expect that they will be
expected to be a lot more proactive and independent. You are going to
be a Sgt in the next 9 weeks so go away and sort yourself out. So yes,
form their point of view, it will be more of us briefing them and then
leaving them to it. A bit more independence, | think.

Can you describe any of the members of instructional staff that you
would have regarded as a role model when you were going through
training?

Probably phase 2, there was a Cpl there who took us away to an air
field visits and it was a bit like does anyone want to help sort bits and
pieces out. He didn’t have to but he made us feel like we were helping.
He also let us call him by his 15t name while we were there. We went
out and had a few beers and it was quite relaxed and lighthearted. It
wasn’t overly objective heavy, and | think everyone took it on board
and thought it was alright compare to just being shouted at.

Do you expect to find that more adult environment there when you
get down stairs?

| would like to think so. Form the little bits that | have seen so far and
the fact that they will get Sgts so quickly, they will have to pick it up.
They will be the baby Sgt when they get to work and they will have
mentors there but anyone on Sgt would say, “You Sgt, you need to sort
this out,” therefore they will need to be able to think for themselves
quickly. Much quicker than | had to back in the day.

What motivated you to become an instructor?

RTS seemed a bit prescriptive for me. Phase 2, | was going to be offered
there but it was a lot more office based and less involved in the training
itself. Our trade is really really anal on Trg standards and we are
assured up to the ying yang. It is very difficult to comply and that’s fine,
that’s the way we do it but that put me off phase two. With my breath
of experience | thought that the joint NCA course was actually

more relevant so | thought now is as good a time as any.

Have you been in an instructional post before?

No, not an official one. | have been on a training or a standards team
for the last 15 years so | have been involved in training and doing
standards and validations teams but not teaching a syllabus.

Have you completed any instructional techniques courses?

We have to do Unit Training Course, which is covered in our trade
training but not any formalized training courses.

Have you completed any other educational courses recently?

The only thing | did do, was | started to do an OU module in Law. It was
ok but the OU way did not appeal to me.

Why didn’t it appeal?

| don’t know, | did it and | did quite well but | couldn’t see myself doing
a whole degree in that format?

Was it a lack of face interaction?
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Yeah | think that played a part. | spoke to her on the phone and she
seemed nice but | don’t think it’s the same as looking someone in the
face. So for me yes it lacked personal interaction.

Describe your ideal cadet?

Probably someone who is punctual, well presented, got an open mind,
good sense of humor, and is willing to look at things from other
peoples point of view and is willing to take feedback/ criticism/
direction without taking it personally.

If we look at OACTU as a whole, what does the average student look
like, in terms of age and education?

| think its varied. From OACTU’s point of view, so | have heard uner 18’s
are rair so a few 19 year olds, a lot in the 21-25 bracket and then all the
way up to 50 on the SOIT course.

What about qualifications, what % do you think are graduates?

52%.

Average age 25, average 60% with degrees of which 20% are Masters.

Ummmmm

Describe to be, what would be your average instructor?

Oh, I think it depends on the scenario. Someone who makes it
interesting, as a lot of the stuff that we teach can be very boring.
Someone who gets your attention. Someone who is willing to accept
feedback. Without mentioning nay names, someone was a bit
contentious in that scenario. | challenged him and he took it on the
chin and say yes, | see your point of view. Again someone with a bit of
empathy. Some people might not want to be here, or not wan to do
bits of it. They may not like this bit so you have to be adaptable, I think.
Your start pupil when you are doing the exercises may not be the star
pupil when you are doing the theory and you may have to balance it
out.

Lets look at the drawings you did for me. Please can you talk me
through the roles of a cadet?

| struggled with this one. | don’t know why. | have probably already
covered a lot of this but a desire to progress. They want to be in the
RAF but they may not wan to do the training so they have to focus and
realize that the light is at the end of the tunnel if they keep going.
Motivated, to do well, | would like to think. | would want them to not
be motivated to just get through tomorrow but to get through
tomorrow well. A good listener, to the instructor and the other people
on their team. A good sense of humor, for me that’s a big thing. There
is very few circumstance in the line of work that we are in where you
cant has a laugh, to a certain extent. Determine driven. As | was talking
about earlier everyone will struggle with bits of the course so you have
to be determined get through the bit you find hard. Willing to question
tasks for clarification. You cant let people walk off from a briefing
without asking the questions that you need them to and not just say
yes.
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That ability to question, is it appropriate for the cadets to question
you?

It depends on the question. If its just for clarification. It’s all about how
you ask the question. If they do it respectfully and diplomatically then
yes. That’s why | think you have to take it in context.

Team player, which we talked about before. We need to learn and
adapt. Empathetic of others. As much as kit is yout thing and your
Oppo is then you have to help him and he is probably going to be
better something’s that you. | think its really important to make the
most out of your team mates, especially on a long course like 10T.

Good communicator, that probably ties in with a lot of those, especially
a tam player and a good listener.

Mentor to others in the Sqgn with difficulties. This goes back to being
empathic.

Willing to stand by your decisions. Train hard, fight easy. Do it now and
potentially do it wrong, but tell me why | did it wrong and you can
learn from that. Hopefully when you then go out into the real world
you will think, | am going to make that decision and then you cast your
mind back and then think, no | better not.

And the instructors?

The big thing for me was a good role model. How you are presented,
how you present yourself and how you teach and actually a lot of
things. Being visible is also really important. | went to look at another
job and it was recruitment and section. The current person is involved
in a lot of stuff but the person before used to just shut his door. How
can you do a good job and be visible if you close your door? He
wouldn’t know what was going on, on the shop floor. So that is a big
one for me. Motivated to be here for the right reason. Almost
everyone that | have spoken to so far has enjoyed it and has extended.
For me that made me want o get involved. Credibility which does back
to visibility but also that you have credibility because of your
background. | think that makes you justified to stand up and teach
people. Fair, this is D&I think, treat everyone evenly . Confident in your
abilities, they will pick up if you are not confident. If you deliver
something confidently even if you are not particularly, it instills
confidence in them.

DO you think positive praise has a place within the course?

Yep, | don think you want to over egg it. | have done some courses like
IMLC when | was told off for not telling people that they had done
things really well when actually that was a bit false. You know when
you have done a good job but if you have done an above average job
then yes defiantly. Why is that bad?

Nooo not at all.
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Loyal, in those four walls, the lesson that we just had the instructor
stood up and said, this job is shit and | don’t want to be doing it. For me
and | get why he said it but that as an almost opening gambit, my ears
pricked up. We are not going to do that job he is doing but that sort of
for me was a very brave statement to make.

You need to treat people fairly. You will have all sorts of ages and
abilities and you need to treat them equally. Goes back to being
empathetic, have a good understanding of where they have been and
where they are going, their back ground. They could have personal
problems.

A good communicator and articulate with it. Honest, there are some
things that they will need to know and something’s that they wont. You
can be as honest as possible. Especially with feedback. The more
honest you are the better they will go. Flexible on working hours, like
we have been told, sometimes people will come to you just as you are
logging off and you know you have a 45 minute drive ahead of you but
you have to stay and listen as it will be important to them.

Encouraging, developing and mentoring. It is all-relevant. Seeing them
progress and making reference to it is important and it should give
them a little bit of encouragement.

Good emotional intelligence. Keeping an eye on people and identifying
when people are different. How people talk, their body language. Why
are they different form last week? Do you ask their team makes, do
you ask them direct? He may be nervous because he doesn’t like the
exercise phase but how can we keep him bubbling because he has
done really well on the theory stuff.

Decisive- Some of the others have talked about their IOT days and
being told to make a decision doesn’t matter if its right or wrong, just
make one. You being decisive is a way of empowering them. As long as
you are content that in allowing them to make the decision they will be
safe then learning can come of it. You can use this as feedback and ask
them how their decision played out. Would you do the same again?

You have been asked to teach a standard less, it’s the basic rank
structure. Would you be comfortable picking up someone else’s lesson
plans and just teaching it?

If it was just rank structure then | probably could as | have learnt
enough over the years about it to apply it. | don’t know what the deal
is, do you get an oversight of all of the lessons. If it’s the 1t time that |
have been it then yes | probably could.

Would you expect to teach the same lesson to everyone in the group
or would you steer it for differing abilities?
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| think it depends on how deep the lesson goes. You could pin it up on
the wall and say learn this but if it is deeper and you are looking at
different learning styles or SpLD’s then yes you would have to break it
down. The 1st people may not get it and you may have to go over it
again with them. Ok, PowerPoint didn’t work so lets put a video on, or
lest break you into groups of 3 at a board. | think it depends on how
deep it goes.

Looking at learning technologies, would you feel comfortable picking
up new learning technologies?

Yes, | think laptops and smartboards do have their place. There is still a
lot to be said for the direct face-to-face approach but there is defiantly
a place for variety.

You walk past Jackson Block, the lads are on their last few weeks and
their rooms are a bit of a mess. What would your initial reaction be?

Inside | would be a bit annoyed but | would go away and find out
why it’s happened. Is it because John’s mum has died and one of the
other lads has just taken him to the train. There might be a valid
reason, probably not but | need to find out 1st. But a lot of time you
have to check the reason before you give them a bollocking as you
could end up really embarrassed.

What % of your time do you expect will be administration versus face
to face instruction and time with the cadets?

Interesting, | would like to say it will be small but | don’t think it will be.
| think with reports, reviews etc. 40% admin, 60% teaching.
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Transcription details

So | gather you are going to in instructing on the NCA course. What is
your back ground?

In trade group 9 as an SAC and a Cpl you are the same trade. When you
get to Sgt you get selected to go to do air traffic control or Operations.
| didn’t want to control anything so | went Operations. Therefore | have
a much boarder back ground than most. 14 who you will talk to
tomorrow has gone air traffic and stayed air traffic and he has spent
most of his career in air traffic tours but mine has been a lot more
varied. | have done a lot more travelling around the world. | have had
more chance to mentor people. | have done a lot of training

standards stuff so | think mine has been a lot more varied and |

am really glad that | went that route. They changed to trade

group 7 and | remained trade group 9. | am hoping that when |

go down stairs and | am working with both the controllers and the
aircrew | will be able to draw on the bigger picture and help draw it for
them.

If you don’t mind me asking, when did you complete phase one
training?

January 1994

And how was it delivered? If we look at the information in front of us, it
describes two different types of approach. One is more child centered
and is very directive and the other is more of an adult learning
approach. What way was yours delivered?

We were the 1:t course to move from Swinderby to Halton so to out it
nicely it was a cake and arse party. It was very instructor led

but luckily we had two senior men who were both ex army and luckily
from their point of view, the instructors could go, senior men come
with me, they would go away, get a brief and then come back and tell
us. Looking back on it they did give you a little bit of leeway but it was
still very much, this is what | want you to do and this is how | want it
done. Only in the last week when we had a little bit of flex did | have to
approach things in our own way.

Do you think the delivery methods will have changed much between
then and now?

| think there will be a lot more adult. | would expect that they will be
expected to be a lot more proactive and independent. You are going to
be a Sgt in the next 9 weeks so go away and sort yourself out. So yes,
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form their point of view, it will be more of us briefing them and then
leaving them to it. A bit more independence | think.

Can you describe any of the members of instructional staff that you
would have regarded as a role model when you were going through
training?

Probably phase 2, there was Cpl there who took us away to an air

field vists and it was a bit like does anyone want to help sort bits and
pieces out. He didn’t have to but he made us feel like we were helping.
He also let us call him by his 1st name while we were there. We went
out and had a few beers and it was quite relaxed and light hearted. It
wasn’t overly objective heavy and | think everyone took it on board and
thought it was alright compare to just being shouted at.

Do you expect to find that more adult environment there when you
get down stairs?

| would like to think so. Form the little bits that | have seen so far and
the fact that they will get Sgts so quickly, they will have to pick it up.
They will be the baby Sgt when they get to work and they will have
mentors there but anyone on Sgt would say, “You Sgt, you need to sort
this out,” therefore they will need to be able to think for themselves
quickly. Much quicker than | had to back in the day.

What motivated you to become an instructor?

RTS seemed a bit prescriptive for me. Phase 2, | was going to be offered
there but it was a lot more office based and less involved in the training
itself. Our trade is really really anal on Trg standards and we are
assured up to the ying yang. It is very difficult to comply and that’s fine,
that’s the way we do it but that put me off phase two. With my breath
of experience | thought that the joint NCA course was actually

more relevant so | thought now is as good a time as any.

Have you been in an instructional post before?

No, not an official one. | have been on a training or a standards team
for the last 15 years so | have been involved in training and doing
standards and validations teams but not teaching a syllabus.

Have you completed any instructional techniques courses?

We have to do Unit Training Course, which is covered in our trade
training but not any formalized training courses.

Have you completed any other educational courses recently?

The only thing | did do, was | started to do an OU module in Law. It was
ok but the OU way did not appeal to me.

Why didn’t it appeal?

| don’t know, | did it and | did quite well but | couldn’t see myself doing
a whole degree in that format?

Was it a lack of face interaction?

Yeah | think that played a part. | spoke to her on the phone and she
seemed nice but | don’t think it’s the same as looking someone in the
face. So for me yes it lacked personal interaction.

Describe your ideal cadet?
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Probably someone who is punctual, well presented, got an open mind,
good sense of humor, and is willing to look at things from other
peoples point of view and is willing to take feedback/ criticism/
direction without taking it personally.

If we look at OACTU as a whole, what does the average student look
like, in terms of age and education?

| think its varied. From OACTU’s point of view, so | have heard uner 18's
are rair so a few 19 year olds, a lot in the 21-25 bracket and then all the
way up to 50 on the SOIT course.

What about qualifications, what % do you think are graduates?

52%.

Average age 25, average 60% with degrees of which 20% are Masters.

Ummmmm

Describe to be, what would be your average instructor?

Oh, | think it depends on the scenario. Someone who makes it
interesting, as a lot of the stuff that we teach can be very boring.
Someone who gets your attention. Someone who is willing to accept
feedback. Without mentioning nay names, someone was a bit
contentious in that scenario. | challenged him and he took it on the
chin and say yes, | see your point of view. Again someone with a bit of
empathy. Some people might not want to be here, or not wan to do
bits of it. They may not like this bit so you have to be adaptable, | think.
Your start pupil when you are doing the exercises may not be the star
pupil when you are doing the theory and you may have to balance it
out.

Lets look at the drawings you did for me. Please can you talk me
through the roles of a cadet?

| struggled with this one. | don’t know why. | have probably already
covered a lot of this but a desire to progress. They want to be in the
RAF but they may not wan to do the training so they have to focus and
realize that the light is at the end of the tunnel if they keep going.
Motivated, to do well, | would like to think. | would want them to not
be motivated to just get through tomorrow but to get through
tomorrow well. A good listener, to the instructor and the other people
on their team. A good sense of humor, for me that’s a big thing. There
is very few circumstance in the line of work that we are in where you
cant has a laugh, to a certain extent. Determine driven. As | was talking
about earlier everyone will struggle with bits of the course so you have
to be determined get through the bit you find hard. Willing to question
tasks for clarification. You cant let people walk off from a briefing
without asking the questions that you need them to and not just say
yes.

That ability to question, is it appropriate for the cadets to question
you?

It depends on the question. If its just for clarification. It’s all about how
you ask the question. If they do it respectfully and diplomatically then
yes. That’s why | think you have to take it in context.
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Team player, which we talked about before. We need to learn and
adapt. Empathetic of others. As much as kit is yout thing and your
Oppo is then you have to help him and he is probably going to be
better something’s that you. | think its really important to make the
most out of your team mates, especially on a long course like 10T.

Good communicator, that probably ties in with a lot of those, especially
a tam player and a good listener.

Mentor to others in the Sqn with difficulties. This goes back to being
empathic.

Willing to stand by your decisions. Train hard, fight easy. Do it now and
potentially do it wrong, but tell me why | did it wrong and you can
learn from that. Hopefully when you then go out into the real world
you will think, | am going to make that decision and then you cast your
mind back and then think, no | better not.

And the instructors?

The big thing for me was a good role model. How you are presented,
how you present yourself and how you teach and actually a lot of
things. Being visible is also really important. | went to look at another
job and it was recruitment and section. The current person is involved
in a lot of stuff but the person before used to just shut his door. How
can you do a good job and be visible if you close your door? He
wouldn’t know what was going on, on the shop floor. So that is a big
one for me. Motivated to be here for the right reason. Almost
everyone that | have spoken to so far has enjoyed it and has extended.
For me that made me want o get involved. Credibility which does back
to visibility but also that you have credibility because of your
background. | think that makes you justified to stand up and teach
people. Fair, this is D&I think, treat everyone evenly . Confident in your
abilities, they will pick up if you are not confident. If you deliver
something confidently even if you are not particularly, it instills
confidence in them.

DO you think positive praise has a place within the course?

Yep, | don think you want to over egg it. | have done some courses like
IMLC when | was told off for not telling people that they had done
things really well when actually that was a bit false. You know when
you have done a good job but if you have done an above average job
then yes defiantly. Why is that bad?

Nooo not at all.

Loyal, in those four walls, the lesson that we just had the instructor
stood up and said, this job is shit and | don’t want to be doing it. For me
and | get why he said it but that as an almost opening gambit, my ears
pricked up. We are not going to do that job he is doing but that sort of
for me was a very brave statement to make.
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You need to treat people fairly. You will have all sorts of ages and
abilities and you need to treat them equally. Goes back to being
empathetic, have a good understanding of where they have been and
where they are going, their back ground. They could have personal
problems.

A good communicator and articulate with it. Honest, there are some
things that they will need to know and something’s that they wont. You
can be as honest as possible. Especially with feedback. The more
honest you are the better they will go. Flexible on working hours, like
we have been told, sometimes people will come to you just as you are
logging off and you know you have a 45 minute drive ahead of you but
you have to stay and listen as it will be important to them.

Encouraging, developing and mentoring. It is all-relevant. Seeing them
progress and making reference to it is important and it should give
them a little bit of encouragement.

Good emotional intelligence. Keeping an eye on people and identifying
when people are different. How people talk, their body language. Why
are they different form last week? Do you ask their team makes, do
you ask them direct? He may be nervous because he doesn’t like the
exercise phase but how can we keep him bubbling because he has
done really well on the theory stuff.

Decisive- Some of the others have talked about their I0T days and
being told to make a decision doesn’t matter if its right or wrong, just
make one. You being decisive is a way of empowering them. As long as
you are content that in allowing them to make the decision they will be
safe then learning can come of it. You can use this as feedback and ask
them how their decision played out. Would you do the same again?

You have been asked to teach a standard less, it’s the basic rank
structure. Would you be comfortable picking up someone else’s lesson
plans and just teaching it?

If it was just rank structure then | probably could as | have learnt
enough over the years about it to apply it. | don’t know what the deal
is, do you get an oversight of all of the lessons. If it’s the 1st time that |
have been it then yes | probably could.

Would you expect to teach the same lesson to everyone in the group
or would you steer it for differing abilities?

| think it depends on how deep the lesson goes. You could pin it up on
the wall and say learn this but if it is deeper and you are looking at
different learning styles or SpLD’s then yes you would have to break it
down. The 1st people may not get it and you may have to go over it
again with them. Ok, PowerPoint didn’t work so lets put a video on, or
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lest break you into groups of 3 at a board. | think it depends on how
deep it goes.

Looking at learning technologies, would you feel comfortable picking
up new learning technologies?

Yes, | think laptops and smartboards do have their place. There is still a
lot to be said for the direct face-to-face approach but there is defiantly
a place for variety.

You walk past Jackson Block, the lads are on their last few weeks and
their rooms are a bit of a mess. What would your initial reaction be?

Inside | would be a bit annoyed but | would go away and find out
why it’s happened. Is it because John’s mum has died and one of the
other lads has just taken him to the train. There might be a valid
reason, probably not but | need to find out 1st. But a lot of time you
have to check the reason before you give them a bollocking as you
could end up really embarrassed.

What % of your time do you expect will be administration versus face
to face instruction and time with the cadets?

Interesting, | would like to say it will be small but | don’t think it will be.
I think with reports, reviews etc. 40% admin, 60% teaching.
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If you don’t mind me asking, what trade are you?

So non, commissioned controller, Trade Group 7.

How long ago was it since you completed your Phase One Training?

1989.

If you think about the training that you went though in your Phase one and
you think of the two types of approaches on this diagram below, how was
your training delivered?

| was 17 at the time so it was more monkey see monkey do, a
child learning | would suggest.

How did you respond to that approach?

At the time it was exactly what | expected, a lot of marching and a lot of
shouting. The Regiment getting angry with you and using swear words and
stuff and in truth it was exactly what | expected. And so, looking back now, it
is difficult because as a 17 year old obviously no one shouted or swore at
school but it was a school type environment but militarized. | wasn’t
expecting anything else and really didn’t want anything else. It was very
difficult but would | have responded to a more adult learning environment as
a 17 year old that is difficult for me to answer. At that age and at that time, |
think it was the right thing for the right time. But would that be right for
now?

Looking at the other military courses that you have completed, in what sort
of style have they been delivered?

Those were much more of the adult learning, so more thinking about what
you are doing and your leadership styles. There was some marching and a
little bit of shouting and a lot of outside exercises but they were focused on
your actions and leadership style. Although, there were some sections of
UMLC and some of IMLC where | thought, this is a little bit out of date, like
writing memos; | can’t believe we are doing two hours of writing memos.
And then | was worrying about it and then | just thought, | am never going to
use this so why even bother.

Can you describe an instructor who you remember from either phase one or
any other military course, which you have completed that you, would regard
as a role model?

367




Yes, so the WO on our joint air traffic controller’s course who taught ground
school. He was very good at picking the points of theory that were pertinent
to the practical and he was able to, | remember he would pick out what was
relevant and bring it to life. | remember when we did the invals every
student would make the point to saying that he was great because he went
for the throat of what it was you needed to do and made it relevant. Which
was really good and he created an adult learning environment as we were
SNCOs and JO’s and people really responded to that.

\Why have you chosen to come here as an instructor?

So | wanted a refresh, it is going to sound cheesy, but | felt like | should really
give something back. And to be honest the location, timing and circumstance
also all suit.

Have you been in an instructional post before?

No, well not in a formal sense. The only instructional posts, which | have
held, have been in the environment, which | have been working in. For
example the unit training officer here at Cranwell. That was an instructional
driven post but informally within the work place.

Have you completed any of the military formal instructional courses or
civilian qualifications?

Nope, | went on a unit trainers course to become the unit training officer but
it is only a couple of days and it goes through the administration of training
and policy rather than the delivery.

So you are staring with a blank slate in terms of delivery instruction?

As | said yesterday, they asked me what | was expecting from the next few
months and | said yes when | was an SAC, | used to look at a WO and think,
he/ she must know everything but actually | know a lot in air traffic but |
know very little about this. IMLC, IMLC has been as close to what | am going
to do, | expect but that has been two or three weeks of training over a 30
year period. So where does my experience levels lie, actually | think they are
very low.

Have you completed any other formal educational courses?

Laughs- NO!

That’s fine. | was going to ask, if you had, how had they been delivered and
how did you respond. But you probably already know what type of training
you respond best to. Do you respond better to being talked to or more
practical training?

| prefer the more interactive courses. | did do an intermediate excel course
so | have jumped on bits and pieces like that and | did start my wind surfing
instructor course but | didn’t manage to finish it. So, | haven’t experienced
much instructional styles myself but | think the more interactive style than

just being talked at.
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Looking at what is ahead of you, what would be your ideal cadet?

Well | think what | wrote on there, someone who is a sponge and doesn’t
give any back chat and | know that probably seems really shouty and old hat
but | think that they need to be receptive and whilst we do want a
challenging culture | think in phase one | don’t think as much so, otherwise
when it comes to the delivery of training, if they are constantly questioning
how it is being delivered, well you have a finite time to get through a certain
amount of material and if people are constantly questioning it, will you ever
get to the end within the time frame that you have. | think there needs to be
a different style within phase one and | presume that’s what most people
would think.

If they well not questioning the style but more questioning the content, so if
| use a scenario to explain this. You have been asked to teach a basic lesson
on rank structure, would you expect everyone on that room to be taught at
the same speed and one lesson to be delivered to all.

So if we go back to the modular questions and approach, so the military field
skills, and you said that when you paired it back, the start here is very much

the same as Halton, but the specifics of how you achieve that may be tricky.

And actually what | don’t think you would wan to do is drive commonality if

that makes things less productive in the long run.

Ok, so for example, you have an ex SAC or Cpl in your lesson, and they have
obviously gone through the system, how would you approach it with them?

If it was appropriate to do so in the lesson content., | would want to be able
to use some of their experiences to drive home points because | think that
someone said that when we do debriefs a lot of the feedback some from
their pals and | think people will accept that more as | think it probably
would have more impact. | have no evidence for this, apart from what
people have said, but it does make sence.

Someone who may have a little bit of experience challenges something that
you have said. How would you respond to that?

Well | would choose to take on board what it was that they have said and
then go away and think about it. | would see if there was something that
needed testing or adjusting. Having spent a lot of time in the service, you can
be going down one avenue thinking that you are right and then someone
comes along and says have you thought about this and all of a sudden you
do, sugar! If you close yourself off to their feedback you are not likely to get
the best out of them.

You have been asked to use learning technologies, how comfortable would
you feel with incorporating these within your lesson?

It would really depend on how much time | had to practice. | am a but of a
luddite with IT so | would like a bit of time, probably more than most. But if |

had that then | would be quite happy. What | would want would be a plan B
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so that when the technology goes down, which it inevitably will, | will have a
back up.

You have been asked to teach a lesson and you have been handed someone
else’s lesson plan, how comfortable would you feel about teaching someone
else’s plan?

If the subject material was something that | felt comfortable with, then |
would be in a position to be able to use it. Often when you read someone
else’s stuff they have their take on things, so if the material isn’t something
you are familiar with then if there is something on the slides that you don’t
understand then its clear that you don’t understand but if it was clear |
would have no qualms about it.

You walk past the barrack block, all of the lads are out at lessons and some
of their rooms are a little bit of a mess. What is your initial reaction and
response?

Get in there and sort it out, | think. It depends on the extent and the
circumstances. It might be that we have just come back off exercise and they
are sorting their kit out, that’s to be expected. But if it was 0930 and | am
walking past then that room should be of a certain standard so | would want
them to sort it out.

Can you talk me through your drawing on the roles of a military instructor?

| think that the cadets would want to see a role model therefore you have to
have that standards piece yourself. Other wise the credibility starts to go.
Talking about leadership being the thing that we are impacting, actually it
may be more of the leadership and command element so your knowledge of
the subject and how you are imparting needs to be spot on and they been to
tie together. In order that you are able to impact that then the
understanding of your cadets and being able to emphasize with them, for
example you have had a really busy morning, then heavy on PT and you have
then straight after lunch, you might not want to do written comms, you
might want switch it around and do something else. Something that is more
energizing to pick them up.

How important do you think positive praise is?

In anyone situation, there is almost certainly something or something’s that
someone has done well, if you have an individual that does a task and its
rubbish, for want of a better word, otherwise, this is something that | picked
up on, in the unit trainers course that | did, the bath tub debrief. So, if you go
in with a load of bad, they will walk away demoralized. It affects their
morale, will you get the best out of them? Then, if you excuse my language,
a shit load of bad, then you need to prioritize, 1, 2 and 3.

Looking at the job as a whole, what % do you think is going to be
administration verses cadet focused teaching.
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i5 Ummm, the pessimistic side of me is now thinking that there will probably
be a lot more administration that | thought, and | suspect that there will be a
lot of report writing so | will say 60% teaching and 40% admin but | am
guessing.
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R What Branch are you?

i6 | am a logistics Officer. Yes | have done a couple of out of branch tour
but yes.

R When did you complete your Phase One Trg?

i6 1996-1997

R How was your phase one training taught? Was it taught through an
adult learning environment or was it a more directed, child centered
approach?

i6 The child.

R How did you respond to that?

i6 You looked it as a mean to an end. | didn't know any different, | hadn't

done UAS or anything like that. My Dad was in the RAF, so | was
familiar with the course but that's it. | looked at it as, this was the
course | needed to complete. | needed to complete it to become a JO
so | just got on with it.

R Do you think the delivery techniques may have changed since you went
through your trg?
i6 | don't know for certain, based on the 1st week on the OSIC and brief

chats with the staff | suspect there may be some tweaking around the
edges but fundamentally no.

R Can you describe any instructor that you have experienced that you
would describe as a role model?
i6 Two people. On my logistics officers course there was a FS who was a

technical specialist supply lectures and he was really good, hugely
knowledgeable, good sense of humor. No swearing, confident, calm
assured ad kind o encouraged us to look around. There were elements
of not giving us answers but pointing us in the right direction and
letting us find the answers for ourselves. He was good. A Flt Lt he was
my Flt Cdr on the movements course. He stood out because he was
very fair. You knew the line and that line didn't move about. He was
thoroughly consistent. He used to come in with the Officers spin of
application and brought it to life through his own experiences.

R Did you enjoy Phase One?

i6 No not really. It was too rushed, everything felt rushed and | am picking
up that it is the same now. | do acknowledge that | didn't get this at the
time but | know that time pressures are put into a course to increase
pressure and stress but | do feel that everything was covered at a
superficial level. WE did not have a bespoke academic element and it
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often felt that was taught by overweight old male aircrew who just
spun ditts. You hear the sausage be spoken about and this was true. It
wasn't all bad, | had the luxury of doing my 1st degree as a history grad
in 1987-1990 and then | did an MA at Manchester Business School in
2007-2008 and it was probably the best experience of my life. People
talk Operations, but this was far better. | loved that.

Why did you enjoy it so much?

It was a chance to think. | am not bosting or being big headed, but |
really like theory. | like thinking and having tome to reflect. | was there
full time as a student. So | was a weekend parent and then during the
week | was a student and | was a full student without the financial
worries. | could immerse myself in the reading and research and the
seminars and my course mates. | was the oldest on the course and
ranged from hose that had just finished their undergrad work through
to those that had been away and come back. It was a mid-career uplift.
The staff were fantastic in the main, their knowledge, experience and
research was a true learning environment. It was a polar opposite of
Shrivenham.

Why was it so different?

Shrivenham is just pretense. It has Kings College huff and puff and it
has some old duffer sudo academics and | guess it tried by association
to boast an academic flavor but the reality is that it too is a sausage
factory. It has constrained thinking. Think along this narrow band with.
It's not quite a line but if you fall outside of it you run the risk of failure.
it then breeds passive compliance. | love being in the RAF but | think
we are sadly far too restricted in the way we look a problems. We have
a limited range of clubs in our golf bag so when we are in the ruff we
are still trying to play a fairway shot. You find that we are constrained
by our equipment. We look at problems through a lens of the
equipment we have got and not what we could have. | am not
disruptive, | have not been pulled or told off but | kind of try and think
outside the box. Where group think has taken us down a track, | often
want to look at it from a different angle, like an injection of new

ideas.

The MA, how was it delivered, was it face to face or online?

| don't recall any online in that time. Interestingly it was PowerPoint,
not wasn't it was even before that, it was overheads, it was largely
along those lines. We would get questions at the end but as always
when you get to the end of a lesson and you want to pursue

a question, but you are always very conscious about asking questions
as you don't want to be that person that keeps everyone back from
lunch.

Can you describe for me your ideal cadet?

Someone with a clear interest, someone who is not afraid to think for
themselves. They must understand that there will be elements of
conformality but not complete compliance. WE need people who are
euthanasic, intelligent, willing to learn. Willing to fail. What is
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important tis that they are willing to fail if the organization is willing to
get them fail. There is a bit of dove tailing with those two. We have
touched on it so far in the OSIC that | think you learn far more by failing
to hit the mark. Your self-analysis or post mortem is much more
rigorous when you have failed than when you have passed. When you
fail you give yourself a hard time and are more through in your
reflection?

How important is it to be reflective?

Hugely, interestingly ISCS air moved from 4 to 8 weeks and built into
that package was genuine reflection time. A lot o that was on

a FRi afternoon not ideal, but | guess going back to my MA, there were
lots of pockets of time so we could think about what had just been
taught and read up on it. Joking aside, from having a lie in to travelling
reflection is really important. If it's just learn this list that is a type of
learning but it's so basic. | get that there will be some elements of this,
but we need a balance. When we are taking about leadership which is
a science and an art. | know we have a chosen model, but it is the sort
of topic here you need to have discussion and discourse. Because if it
was easy it would be prescribed, it would have a set of standard
operating procedures. It is about how you apply a whole set of skills
and experience in the context of the experience and scenario.

The cadets that you will have in your Sqn. How comfortable will you be
with them questioning things?

Appropriately questioning is perfectly legitimate. This is not a
committee debate and the course is the course as it is designed but |
have no problem in explaining why an element in but it may well be
that the inclusion of Adair's model, this is the one that we are using but
I am happy to have a discussion about the merits of the other models
at an appropriate time. If you are just on transmit and they are on
receive it will go in one ear and out the other. There will be no spark in
their own minds. | am not afraid of it. There are some practical issues
surrounding it like classroom management and time management but
when | was on BAWC | was struck by how inquisitive the cadets were
and to the best that we could we encouraged it.

Looking at the role of the cadet drawing that you did for me, is there
anything that we haven't touched on yet?

The course should set its stall out from the beginning. What you should
expect to received. | am not talking about giving away the answers but
there should be no surprises. We keep hearing them say that we are
training in and not selecting out and quite rightly as there is rigor to the
course and summative assessment and | fully accept that some people
may not make the mark but fundamentally OACTU believe that when
you pitch up here you have showed that you have the basics to work
on. What we need to be giving the cadets are really constructive
performance feedback. And I'm not sure that we do that. All the

tells and things like that, they are just theoretical. They strike me as
being sort of, what is the purpose of it? | get that a cadet needs to
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meet the standard but when | was an Uni there was no marching in.
There was nothing like that. You sat down and got feedback, it was
constructive, but it was honest. We should be finely tuned on our
ability to coach and mentor and use appropriate performance
measures.

You walk past the block, its term 3, they are out at lessons and you
discover that their rooms have been left in a little bit of a mess. What's
your initial reaction?

Ok, this is a good one. | think | kind of what to understand where they
were and what was going on. | would need to understand the degree
of untidiness. | think a forthright discussion but not a, the temptation is
to go and shout and ball. When faced with things like this | always
remember an analogy that my manager used which was that you walk
into a lobby and the porter is sat reading a newspaper and a man is
carrying his bags up the stairs. You immediately want to shout at the
porter but then you find out that the man has rushed in, he is keen to
surprise his wife as its their anniversary. He wants to rush up to unpack
and tells the porter that the best thing he can do for him is to help him
find some theatre tickets and that's why he is reading the paper.

The temptation is to shout, | am not a push over, but you need to
check understanding and then act appropriately. If it is sloppy
standards, then deal with it. They are given latitude and leeway and if
that had been abused then they have left themselves down, but they
need to know the consequences that could have in an operational
sense. Parallel examples need to be drawn and highlighted.

What % of your time do you think will be cadet facing versus
administration?

| suspect it will be in the favor of running the Sgn. The Sqn is comprised
of both staff and student, that family or group so | will have cadet and
staff administration. | suspect that | am ensure that the OACTU regime
and policies are in place, but | am there to make sure that is for both
staff and students. | would say that most of the cadet facing will be
done by the staff and it is my role to ensure that the systems are in
place to allow them to do that.
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Appendix S Combined coded data of the role and responsibilities of an instructor
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' Motivating (33%) *  Competence (16%)+  Uphold professional boundaries {16%) +  Raspectful (16%)

¥ Approachable . e
. Inspire (50%) . Enthusiastic (16%) . Honest {16%) * Support (50%)

{33%)
. Passionate (16%)
$ Role
. Diversity & Inclusion (33%) . Share relevant experience (16%)
Model (100%)

. Thes il the instruct
. Empathy (503¢) g Care {163¢) . Flexible (16%) Subject matter expert (16%) ese were all the same instructor

7 Emotional Intelligence

. Treat people fairly {16%) Impact knowledge {16%)

{33%)
. Confidence {16%) . Understanding {33%)
: - - THE

self disciplined (16%) +  visible (16%) PROFESS'UNAL
. Credible {163%) . Dress appropriately {50%¢) STANDARDS

. Conduct themselves appropriately Loyal (165¢)

(16%)
Help students understand the mission (16%)

Deliver suitable training (33%)  + Provide direction and guidance {16%)

= Use learning technologies (16%)

P (g | a\ . Facilitate (16%]) Coach {16%) * Encourage divisiveness (16%)
° Differentiate (6654 Build rapport (16%) Motivate (16%) OfESS“)“

Sk IuS ’ Provide a safe environment{163¢) *  Encourage self-awareness {16%)

Provide leadership (1658 Direct influence (16%)  Resource (163%)

*  Communicate (33%) *  Assess understanding (5056.) . = Mentor (66%) *  Challenge (16%) * Encourage Growth {16%)
(16%)
*  Encourage (16%) *  Demonstrate (16%) *  Build the team (16%) *  Ensure cadet welfare (33%) *  Develop theindividual (33%] +  Develop the cadets confidence (33%)
2 ’ Reinforce Discipline voop
Know cadets as individuals (16%) * Explain (16%) *  Provide Feedback (50%) *  Develop the cadets credibility (16%¢) +  Employ Mission Command (16%)

(1636)
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Appendix T Individual instructor data of the role and responsibilities of an instructor,
mapped against the EFT professional standards for teachers and trainers

in education and training (Education & Training Foundation, 2020)
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=

Hypothesis 1: If zn individual has educated using ~ N/A
constructive philosophies they will identify

constructivist delivery msthods and rolesof 2

military instructor

Hypothesis 2: If 2 pre-service teacher has been Proved
educated using traditional methods, they will
predominantly identify transmission bassd

instructional roles

Hypothesis 3: Pra-servics instructors that have N/A
worked in the military for the majority of their

career (15 years plus) will pradominantly identify
traditional transmission instructional roles

Hypothesis 4: Pra-sarvice instructors that N/A
identity student orientated, constructivist roles
instructor roles are more likely to identify

instructor CPD as a role

Hypothesis 5: Pre-sarvice instructors who have Proved
baen edcuats to degree level are more likely 10
support an adult Jeanring environment at the

College

Instructor code il

Age Mid 30's
Yearssenvies 5
Instructional Experiencs Nil
Supports an 2dult learning environment at Yes
college
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Roles and responsibilities of an instructor

¥ Role Model

THE
PROFESSIONAL
STANDARDS

Professiond\
skills

Assess understanding
' Demonstrate

*  Build rapport *  Differentiate * Explain

. Provide direction and guidance

b Reinforce Discipline



Hypothesis

Hypothesis 1: If 2n individual has educated using

constructive philosophies they will identify
constructivist delivery methods and roles of 2
military instructor

Hypothesis 2: If 2 pra-service teacher has been
educated using traditional methaods, they will
predominantly identify transmission basad
instructional roles

Hypothesis 3: Pre-service instructors that have
worked in the military for the majority of their

career {15 years plus) will pradominantly identify

traditional transmission instructional roles

Hypothesis 4: Pra-sarvice instructors that
identity student orientatad, constructivist roles
instructor roles are more likely to identify
instructor CPD as a role

Hypothesis 5: Pre-service instructors who have
competad higher education are mors likely to
support an adult l2anring environmant at the
College

_

Instructor code

Age

Years since phase 1 training
Higheast level of education
Instructional Experience

Supports 2n adult l2arning environment at
college
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Roles and responsibilities of an instructor

Prove
N/A Approachable
. Uphold professional boundaries
s Enthusiastic . Motivating
A . Role Model
» Passionate

Prove

. Respectful
Prove

i2
Late 30's

o Provide leadership
Diploma

. Differentiate
Nil

Yes

. Leamn about self

THE
PROFESSIONAL
STANDARDS

Professiond\
skills

Motivate

. Deliver suitable training

. Assess understanding

Learn about others

Learn about workplace

Develop training
techniques



Hypothesis

Hypothesis 1: If an individuzl has educated using
constructive philosophies they will identify
constructivist delivery methods and roles of & military
instructor

Hypothesis 2 If 2 pre-service teacher has been
educeted using traditional methads, they will
predominantly identify transmission based
instructional roles

Hypothesis 3: Pre-service instructors that have
worked in the military for the majority of their caresr
(15 years plus) will predominantly identify traditional
transmissien instructional roles

Hypothesis 4: Pre-service instructors that identity
student orientated, constructivist roles instructor roles
are more likely to identify instructor CPD as a role

Hypothesis 5: Pre-service instructors who have
competed higher education are more likely to support
an adult leansing environment at the College

Hypothesis 62 Pre-service instructors who have not
competed higher education are more likely

to support 3 pedagegical leanring environment at the
College

Proved/ Disproved

M

Proved

Proved

M

MiA

Proved

Roles and responsibilities of an instructor

- Encouraging

. Honest

. Promote RAF Ethos/ core values/ Standards ~ Credible

. Flexible .

. Role Model

Treat people fairly

* Diversity & Inclusion

" Understanding

. Emational Intelligence
. Visible

THE
PROFESSIONAL
STANDARDS

. Diress appropriately

* Self-disciplined

—— ] |
skills

Instructor code

Age

‘fears since phase 1 training
Highest level of education
Instructional Experisnce

Supports an adult leaming environment at oollege
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£

Late 40's

LS

GCSE

Maone

MO

* Use learning technologies

* Encourage
* Communicate

. Empathy . Mentor

. Provide Feedback

Encourage divisiveness

Provide a safe environment

Deliver suitable training

- Develop the individual



Hypothesis

Hypothesis 1: If an individuzal has educated using
constructive philosophies they will identify
constructivist delivery methods and roles of a military
instructor

Hypothesis 2 If 3 pre-ssrvice teacher has been
educated using traditional methods, they will
predominantly identify transmission based
instructional roles

Hypothesis 3: Pre-service instructors that have
woried in the military for the majority of their career
(15 years plus) will predominantly identify traditional
transmission instructional roles

Hypothesis 4: Pre-service instructors that identity
student orientated, constructivist roles instructor roles
are maore likely to identify instructor CPD as a role

Hypothesis 5: Pre-service instructors who have
competed higher education are more likely 1o support
an adult leanring environment at the College

Hypothesis 6: Pre-service instructors who have not
competed higher education are more likely

o support 3 pedagogical leanring environment at the
College

Instructer code

Aze

‘fears since phass 1 training
Highest level of educstion
Instructional Experience

Supports an adult leaming environment at college
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Roles and responsibilities of an instructor

Prowen
. Competence . Honest [ 16%4)
(16%)
NiA . Inspire [50%) , Support (50%)
. Promote RAF Ethos/ core values/ Standards ' Subject matter expert (165%)
= (83%)
* Diversity & Inclusion [33%)
. Develop training
. Rule . Empathy (50%) techniques [16%)
Proven Model [33%)
. Care (18%4)
. Emaotional Intelligence
Proven & THE
Nf&

Employ Mission Command

{16%)

Professiond\ .
skills

L *  Differentiate (66%) Coach [16%)
nid =o' ' Dewelop the individual |33%]
' Resource [16%]) " Build the team
. Delzgate
E [16%)
{163¢) N " Mentor [56%)

E 16%
neourage (16%) *  Develop the cadets credibility (16%)

Degree

il . Reinforce Discipline ' Ensure cadet welfars
{16%4) [33%)

Yes



1 Proved/ Di A o .
St ek el | Roles and responsibilities of an instructor

Hypothesis 1: If an individuz! has educated using N/A 3 z
constructive philosaphies they will identify » Uphold professional boundaries
constructivist delivery methods and roles of 2 military

instructor

. Promote RAF Ethos/ core values/ Standards

Hypothesis 2: If 3 pre-service teacher has been Proven
educated using traditional methods, they will
predominantly identify transmission based *  Role Model
instructional roles

z = *  Empathy
Hypothesis 3: Pre-service instructors that have Proven
worked in the military for the majority of their career
{15 years plus) will predominantly identify traditional " Suppost
transmission instructional roles
Hypothesis 4: Pre-service instructors that identity N/&
student orientated, constructivist roles instructor roles .

d z N Dress appropriately
are more likely to identify instructor CPD as 3 role

S Subject matter expert

Hypothesis 5: Pre-service instructors who have N/A
competed higher education are more likely to support
an adult leanring environment at the College

THE
PROFESSIONAL
STANDARDS

Hypothesis 6: Pre-service instructors who have not Proven
competed higher education are mors likely
0 support 3 pedagogica! leanring environment 3t the

Coliege
: Professiond\
skills
Instructor code I5
. B . Know your cadets
e tate AQ's Assess understanding
2 in " Communicate
Years since phase:1 training = | Empowerment of cadets
Highest level of education GCSE . Provide leadership y ;
. Direct influence Resodrca
Instructional Experience Nil
Supports an adult leaming environment at college No - Lesson delivery
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Hypothesis

Hypothesis 1: If an individuzl has educsted using
constructive philosophies they will identify
constructivist delivery methods and roles of & military
instructor

Hypothesis 2- If 3 pre-zervics teacher has been
educated using traditional methods, they will
predominantly identify transmission based
instructional roles

Hypathesis 3: Pre-service instructors that have
‘worked in the military for the majonty of their caresr
[15 years plus] will predominantly identify traditional
transmission instructional reles

Hypothesis 4: Pre-service instructors that identity
student orientated, constructivist roles instructor roles
are more likely to identify instructor CPD 35 3 role

Hypothesis 5: Pre-service instructorns who have
competed higher educztion are more likely to support
an adult leanring environment at the College

Hypothesis &: Pre-service instructors who have not
competed hizher education ars more likely

‘o support a pedagegical leanring environment at the
College

Proved/ Disproved

Proven

. Approachable

NfA

Dispraven

N Role Model

Proven (nesd to sort)

Proven

Proven

== ]

Instructor code

aze

‘fears since phase 1 training
Highest level of education
Instructionzl Experisnce:

Supports an adult leaming environment at college
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15
Later 40°s )
. Maotivate

22

hasters

. Promote RAF Ethos/ core values/ Standards

-

Roles and responsibilities of an instructor

' Inspire

Share relevant experience

THE
PROFESSIONAL
STANDARDS

skills

- Mentar .

Coaching

. Facilitate . Encourage self-awareness

. Encourage Growth

Provide a safe environment " Challenge

Ensure cadet welfare * Provide Feedback

- Subject matter expert

» Impact knowledge



Appendix U Lesson plan for the intervention session
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Time

Activity

Resource

Welcome

e Detail the objectives of the lesson
e Question Policy

e Classroom rules

e Feedback required at the end of
the lesson

Generational Theory- Research Task

e Split group into 3 groups of 2

e Allocate a generation per group
e Allocate each group a laptop

Task: For your allocated generation please identify

e Characterises of the people from

that generation

o Potential generational weak spots

e Assumptions about that generation

e What strategies could you employ to get
the best out of them in a lesson?

o What key historical events/
technological interventions shaped this
generation?

Subtask: With play dough each person must build an
object that they think summaries their allocated
generation

Question
3 laptops

cards

Prowise Board
Mifi router

Generation Research Task — Feedback
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e Three groups sit in a triangle all facing
each other.

e Each group feedback their findings and
at the end of each brief the other groups
need to feedback how their allocated
generation might them. This is to identify
prejudices and assumptions.

Cadets lived reality

Reflective task

e About 15 quotes and pictures are
scattered in the floor

e Instructors are asked to pick one which
resonates with them and then talk

about why

e Asagroup I want them to talk about
why someone may view the course in this
way and how it can be prevented

Copies of quotes and pictures

Exploration of key words

3 Boards:
Walk around as an individual and add post-its onto:

Fear: What generates fear
Failure: What generates failure

Grey man: How does it develop?
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Principles of adult leaning theory

Task

e In groups of 2- Identify challenges and
opportunities of all the principles and
assumptions in a phase one environment

e Blown up images of the principles
and assumptions

The sacred cows
e Asthelesson progresses, start a list of all
of the assumptions that we have about a
military learning environment that we may
have to slay to develop a adult
learning environment

Self-Reflection task:
e 2 minutes- Draw the shape of how you
feel after the session

e 2 key take aways
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Appendix V  Intervention session feedback form
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5.

390

Feedback on Theory of Adult Learning Session

Did you add or delete any information on your roles of an OACTU instructor diagram?

Please detail why.

Where there any elements of the session which challenged your beliefs or values?

What were your three main takeaways from the session?

If you have any further comments, please detail them below.



Appendix W Coded intervention session feedback

391



Feedback on Intervention Session

1. Did you add any information on your roles of an OACTU instructor diagram?
Instructor Yes/ No comments
11 Yes Hadn’t explained in detail that an instructor is to instruct. But instructing shouldn’t be
non-engaging, the instructor has a responsibility to inspire, and to inspire
concurrently while role modelling.
13 Yes IThe material delivered and its delivery is key to learning.
14 Yes | added some new information because after the session | got a bigger vision.
15 Yes After todays session, a few more points were discussed that were relevant
16 Yes Recognise the value we place on knowledge in the respect of instructors. Command
of subject matter ability to discuss and challenge etc.
3. Where there any elements of the session which challenged your beliefs or values?
Instructor Qualitative comments
11 A type of arduous environment is required in training to add mental stress to decision making/ leadership and
put cadets into stress. But this does not have to be the current set up.
13 | was interested in the potentially new ways for adults to learn, particularly this new generation.
14 Yes, since we're in the military environment, | thought it’s difficult to apply some elements and stick to them.
15 Still think 4 principles of andragogy are not necessarily correct to the military. Points 3 and 4 could be seen
as contradictory.
16 The generational piece was worth some reflection.
4. What were your three main takeaways from the session?
Instructor Qualitative comments
11 e Different approaches required for different generations
e The viewpoints of cadets on lesson delivery
e The viewpoints of cadets on Directing Staff
13 e Consider cadet viewpoint
e Tailor learning/ delivery to suit the new generation of officers/ SNCO’s
e Consistent review and feedback
14 e Views of different generations

My own prejudices

Viewpoints of the cadets
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15 e The syllabus needs updating
e Varied learning delivery and methods required
e Think outside the box
16 e |OT needs urgent review, we like to think that we are delivery. We like to think that we are delivering
high class training but some of the cadet comments would suggest otherwise!

e Staff need more training and support gapping course design and development in favour of just getting
the numbers through the system, short sighted.

e  Wider attitude of RAF needs to shake up. The College should attract the very best SNCO’s and Offices
across the RAF and be seen a positive career move by manning/ branches. One RAF Regiment Officer
said he was warned the college was a career foul.

5. If you have any further comments, please detail them below.

Instructor Qualitative comments

11 The directing staff need to be selected in. RAF needs the best of the best/top third to instruct/ influence and
role model.

13 \Whatever changes are made IOT? NCACITC | believe core military skills and ethos and core values underpin.
Phase 1 training and this should be born in mind when reviewing/ changing course content.

14 Nil

15 Nil

16 'We need to take the design and delivery of Phase one training more seriously and seek the input of SME’s not

just the semi-skilled view of more senior non-specialist folk. We seen to talk a good job but adult education is a
professional and serious business. The tertiary education sector is full of highly experienced educators and

trainers why do we rely on the gut feeling of amateurs?
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